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ABSTRACT

The study was designed to investigate the relationship between test anxiety and academic
performance among third year Senior High School students in the Agona Municipality. The
mixed method research paradigm was employed using the descriptive cross-sectional survey
design. The population was 10,357 students and 542 teachers from 5 public Senior High
School. Simple random and convenient sampling techniques were used in selecting 295
participants made up of 270 students and 25 teachers. Three instruments were used for the
study. This included Test Anxiety Scale (TAS), developed by Sarason (1978), was used to
measure students™ test anxiety level, author's self-developed questionnaire and a semi-
structured interview schedule. The overall reliability of the instrument was 0.80. Quantitative
data was analysed using Pearson Product-Movement correlation, linear regression,
independent sample t-test and multiple regression to test the study hypotheses. The results of
the interview was analysed descriptively.

Findings revealed a moderate level of students™ test anxiety. Female students reported
significant higher levels of test anxiety as compared to male students. Also, a statistically
significant negative correlation was found between test anxiety and academic performance
(Beta= -0.158, ¢ =1.896 < p < 0.012). Multiple regression also revealed that test anxiety
contributes negatively to students” academic performance than their attitude towards
examination. It was concluded that teachers do not adequately help students to cope with test
anxiety.

Based on the findings, it was recommended that students should be orientated towards study
skills acquisition as well as anxiety reduction strategies like systematic desensitization and

relaxation techniques.

Xiv
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CHAPTER ONE

INTRODUCTION

1.1 Background to the Study

Education can be impeded by a student”s inability to demonstrate proficiency through testing
in the classroom. A student may know the material; however the potential to prove his/her
understanding or knowledge through testing may be limited because of test anxiety.
Performance on tests is greatly influenced by levels of anxiety during test taking situations

(Austin, Patridge, Bitner and Wadlington, 1995).

Students often attribute their poor performance in examinations to test anxiety. This is
because anxiety can seriously inhibit the ability to concentrate and deal with things in a more
positive way. Anxiety can be rational or irrational. If one is adequately prepared, but still

panic at an exam that is irrational anxiety.

The construct of anxiety plays a major role in one“s life. As a result of the increased pressure
to do well, many children, adolescents and young adults become anxious when presented with
tests (Collins, 1999; Supon, 2004; Huberty, 2010). This form of anxiety or too much anxiety
about a test is commonly referred to as test anxiety. The move towards higher academic
pursuit and greater accountability has resulted in an increased level of testing in schools
(Wren and Benson, 2004; Casbarro, 2005). Students today are taking more tests than students
did in the past (Wren and Benson). As the amount and the importance of tests used in
education have increased, the number of students who experience test anxiety has also
increased (Casbarro). This assertion is supported by Wren and Benson (2004) and Cizek and

Burg (2006), who suggest that test anxiety has increased over time.
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In recent years, there has been an increasing interest in the role of anxiety in education,
particularly with heightened performance and accountability pressures, league tables and
target setting (Putwain, 2008a). The challenge encountered by many students in their
academic careers is the dilemma of test anxiety (Zbornik, 2003). Even though students may
have proficiency in a subject, they are unable to demonstrate their knowledge in a testing

situation because of crippling anxiety (King and Bennie, 2000).

In this regard, examination stress and test anxiety are pervasive problems in modern society.
Apparently, test scores are important part of society in that they are used to measure and
determine thresholds in education, career placement and advancement. As society continues
to grow and evolve, test performance has become an increasingly greater factor in success
(admission to senior high school, admission to graduate school, and professional examination)

(Zeidner, 1998).

We must understand that test anxiety is not a learning problem it is rather an uneasiness or
fear of having to prove what one has learnt. This is more prevalent with final year students
where the consequence of performing poorly is inimical. This is heightened by lack of self-
confidence, parental and peer pressure, memories of previous failure and lack of inadequate

test readiness (Putwain, 2008).

Zeidner (1998) noted that every year, “millions of students under-perform in school and
university because of heightened test anxiety” (p.17). Anxiety therefore can seriously inhibit
the ability to concentrate and deal with things in a more realistic way.

A comprehensive study by Spielberger and Vagg (1995), found individuals to be relatively
calm when it comes to completing a test, whereas others generally “perceive examinations as
more dangerous or threatening and experience more intense levels of anxiety when taking

tests” (p.6).
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Test anxiety, especially worry, has an impact on academic performance, and working memory
(Eysenck, 2001). Eysenck noticed that test anxiety creates irrelevant thoughts, preoccupation,
decreased attention and concentration and leads to academic difficulties. When attention and
concentration are impaired, they interfere with memory and the end result is low academic

achievement (Chen, Li, 2000 and Sanders, 2001 cited in Needham, 2006).

Furthermore, test anxiety has emerged as one of the most silent constructs in modern day
psychology and by far the most widely studied specific form of anxiety in the literature.

Since test results in most academic and occupational settings have important practical
implications for a person‘s goals and future career, test anxiety is frequently reported to be a
meaningful factor impacting upon test scores. In fact, much of the test anxiety research over
the past half century have been motivated by the desire to ameliorate the debilitating effects of
test anxiety and to find ways of helping test-anxious students become more effective in test or

test- like situations.

Meanwhile, the competitive demand to pursue high academic achievement is very prevalent
in our culture. As a result, on-going tests are taken as major assessment and test results are
literally representative of students™ academic achievement. It is not hard to imagine that a
great degree of anxious feelings, such as stress and tension, is strongly tied with the anxiety-

provoking tests.

As a result of the competition among students, teachers often use tests to evaluate their
students, which is likely to cause students™ test anxiety. Test anxiety directly affects test
results, and test results may create or deflate learners™ self-confidence and self-esteem.
Students with test anxiety might be afraid of tests because of previous experiences of failure.
Thus, they are conscious of their fear and anxiety from the beginning to the end. The main

source of anxiety is students™ fear of failure. Anxious students may have difficulty learning in
3
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the first place, difficulty using or transferring knowledge, and difficulty demonstrating their

knowledge during tests.

1.2 Statement of the Problem

The prevalence of test anxiety among Senior High School students is widespread. Millions of
students every year experience test anxiety to the extent that it affects their academic
performances and, even their future goals (Hill, 1984; Zeidner, 1998; MacDonald, 2001;
Owen-Yeates, 2005). Likewise, several researchers attest to the fact that anxiety is a major
predictor of academic performance (McMraty, 2007). This argument supports an earlier
assertion by Champell, Blanding, Silverstein, Takahashi, Newman, Gubi, and McCann (2005)
who claim that test anxiety has negative correlation with academic performance. Similarly,
Cassady and Johnson (2002), Wren and Benson (2004) and Jing (2007) also shared the same

view that test anxiety is negatively correlated with academic performance.

As important as examination is to the lives of students, test anxiety among Senior High
School students has not been considered and given prominence in our schools. Yet, there is
the evidence of test anxiety provoking factors such as negative attitude of teachers towards
test applications, students™ attitude towards learning, test invalidity, fear of negative
evaluation, bad examination experiences, time limitation, difficult course content and parental

expectations may triggering test anxiety (Tobias, 1980; MacDonald, 2001).

In recent times, there has been a debate among stake holders about mass failure of candidates
in the Basic Education Certificate Examination (B.E.C.E.) and the West African Senior
Secondary Certificate Examination (WASSCE). For example in 2007, out of the total number
of 320,235 candidates who sat for the B.E.C.E, fifty (50%) percent failed to meet the criteria

for placement in Senior High School. This implies that most of the candidates did not score

4
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the lowest denominator of aggregate thirty (30) which should qualify them for admission into
Senior High Schools (Warlonyo, 2008). The report of the Chief Examiner (WAEC, 2007)
identified candidates™ inability to read and comprehend questions correctly as the cause of

students” low grade.

There are several factors contributing to students™ failure in examination. Some of them are
stress related, academic work overload, peer pressure, poor socio-cultural home environment
and test anxiety. In view of these, there have been interventions by government, Non-
Governmental Organizations (NGOs), teachers, and other stake holders in the educational
enterprise meant to improve the situation. The government of Ghana in this regard has come
out with programmes such as Free Compulsory Universal Basic Education (FCUBE), School
Feeding Programme (SFP), Free Supply of Textbooks (FST) and Capitation Grant Scheme

(CGS) among others with the view to improving the quality of education.

In spite of all these interventions many students continue to fail. One thing we must not forget
is that, many students in reality perceive assessment or testing as an invasion of privacy and
poor academic achievement as a source of humiliation. Even the word “test”, “quiz” or
“examination” arouses unpleasant memories. Once test anxiety occurs, it can become a
vicious cycle, derailing satisfactory academic performance despite the student™s sterling

effort, ability and motivation.

We can therefore deduce that not all the factors which contribute to poor academic
performance have been identified. Other psycho-social and socio-personal problems abound
among students as a result of test anxiety. This underpins Eysench®s (2001) and Sansigiry and
Sail“s (2006) arguments that test anxiety impaired concentration, attention and memory are

factors which make it difficult for students to perform adequately.
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A scan through literature on the effects of test anxiety on academic achievement among
Senior High School students reveals that much research in this direction has been
concentrated on European settings. There has been far less research conducted among Senior
High School students in Ghana. It is from this position that the researcher finds it prudent to
carry out this study to examine whether test anxiety interferes with academic achievements of

students in Senior High Schools in the Agona Municipality.

1.3 Purpose of the Study

The purpose of this study was to find out the effects of test anxiety on academic achievement
of third year Senior High School students in the Agona Municipality. Again, the study is
aimed at examining the relationship between the various levels of anxiety and performance

level of students.

14 Objectives of the Study

The objectives of the study were:

1. To identify the level of test anxiety among Senior High School students.

2. To identify differences in the level of test anxiety between male and female students.

3. To find out the causes of test anxiety among Senior High School students.

4. To inquire whether test anxiety has a paralyzing effect on students™ achievement test
performance.

5. To come out with anxiety reduction interventions and strategies that would help

improve the performance of students in Senior High Schools.
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1.5 Research Questions

The following research questions were formulated to guide the study.

1.

3.

4

What is the level of test anxiety among students in Senior High Schools in the Agona
Municipality?

What are the provoking factors of test anxiety among Senior High School students in
the Municipality?

How does test anxiety influence students” level of academic achievement?

What can be done to reduce test anxiety among Senior High School students?

1.6 Research Hypotheses

The following hypotheses were formulated to address the objectives stated.

1.

There will be significant negative relationship between students™ test anxiety and their
level of academic performance.

There will be significant effect of test anxiety on students™ academic performance.
There will be significant difference in the level of test anxiety between male and
female students.

There will be significant difference between the performance of male test-anxious and
female test- anxious students.

Test anxiety and students attitude towards learning will significantly contribute to

students® academic performance.
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1.7 Significance of the Study

The findings of this study would be beneficial to students. It would enable them set realistic
goals to reduce stress-related anxiety and develop test readiness skills.

Teachers may use this useful knowledge to help students to reduce anxiety-provoking factors
thereby helping students improve upon their performance. Also, findings of this study would
be useful to teachers by exposing them to causes and effects of test anxiety, as well as
symptoms exhibited by students who experience test anxiety.

Again, understanding test anxiety within a developmental contextual framework allows
teachers, counsellors and parents to better intervene in cases where test anxiety is interfering
with students academic performance.

Finally, findings from the study will serve as a literature reference material and a guide for

researchers who would be interested in investigating similar area of study.

1.8 Definition of Terms

This section presents the operational definition of key terminologies used in this study.

Test: This refers to any instrument or procedure that samples behaviour or performance.
Academic achievement: In this study, academic achievement concept denotes teachers™
assessment of their students™ sterling performances.

Anxiety: It is an unpleasant emotion that a learner feels when preparing or taking an
examination or test.

Test Anxiety: - This refers to negative thoughts that arise during the assessment situation that

may interfere with performance.
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1.9 Delimitation

The present study was confined to five public Senior High Schools in the Agona Municipality
of the Central Region. Private Senior High Schools were not included in the study area. Time
constraints, thus combining classroom work and that of research, lack of funds and other

resources limited the researcher from carrying out the study on a larger scale.

1.10 Organization of the Study

The study is basically organized into six main chapters. Chapter one contains an introduction
that describes the background to the study, statement of the problem, the purpose and
objectives of the study, research questions and hypotheses and significance of the study. It
also included definition of terms, delimitation as well as the organization of the study. Chapter
two is devoted to the review of related literature. The third chapter presents the methodology
which describes the research design, the target population, sample and sampling procedures,
instruments, data collection procedures of the study and the methods of data analysis. In
chapter four, the analysis of the results is presented. The fifth chapter contains the discussions
of the findings.

Finally, the sixth and concluding chapter contains the summary of the findings, conclusions,

recommendations, implications for school counselling and suggestions for further research.
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CHAPTER TWO

RELATED LITERATURE REVIEW

2.1 Introduction

In chapter two, an attempt is made to bring to light the work of some renowned authors on
the effects of test anxiety on academic achievement of third year Senior High School students.
The literature was reviewed under four sections. The first section dilated on test anxiety - a
general overview; the second was the conceptual basis for the study dealing with the
theoretical and empirical studies; while the third section looked at the relationship between
test anxiety and academic performance and finally interventions to reduce test anxiety. A brief

summary concluded the chapter.

2.2 Test Anxiety: A General Overview

Research on test anxiety has a long and fruitful history (for a brief historical overview,
Zeidner, 1998). While first studies relating to test anxiety were conducted as early as 1914
(Folin, Demis, and Smillie, 1914; Stober and Pekrum, 2004), test anxiety entered the stage of
scientific investigation when Mandler and Sarason (1952) developed the first instrument to
assess anxiety for adults in 1952 based on the Test Anxiety Theory called the Test Anxiety
Questionnaire (TAQ) (Stober and Pekrun, 2004; Cizek and Burg, 2006). The TAQ consisted
of thirty seven (37) questions and was developed to measure the extent to which test-takers
were engaged in actions that were either task-relevant (helpful in completing the task) or task-
irrelevant (hindering successful completion of the task (Cizek and Burg, 2006). This was the

first time test anxiety began to be recognized as a multidimensional construct.

10
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2.2.1 The concept of anxiety

Looking at the historical antecedent, it was Freud who defined anxiety within personality
theory (McReynolds, 1985). Freud (1959) described anxiety as "something felt" (a particular
unpleasant emotional state or condition of human organism). In psychoanalytic theory, Freud
explained three levels of anxiety, which he saw as originating in the ego. Neurotic anxiety
developed from the failure of the ego's defences to suppress primal impulses. Neurotic anxiety

could lead to phobias, generalized anxiety and panic attacks.

According to the psychodynamic theory, anxiety results from a failure to repress painful
memories, impulses or thoughts. Behavioural theories look at it as a reaction to stimuli in the
environment. For example, getting conditioned to fear examinations since they have come to
be associated with failure. Biologically, human beings are genetically predisposed to react

differently to anxiety provoking situations (Harris, 1983).

In a comprehensive study based on Freud“s psychoanalytic model, Rachman (2004) describe
anxiety as the tense, unsettling anticipation of a threatening but vague event; a feeling of
uneasy apprehension. Students with anxiety often have negative views about their ability to

cope with a particular threat (Wolfe, 2005).

Other scholars such as MacCarthy (2007), Vitasari, Nubli, Othman, Herrawan and Sinnaduri
(2010) echo this sentiment and put it more forcefully that anxiety is a subjective feeling of
tension, worry and nervousness and it is one of the significant predictors of academic
performance. This underpins Hill and Wigfield (1984) argument that high test-anxious

students have more difficulty in organizing their thoughts.

From a different perspective, Connolly, Simpson, and Petty (2006) note that anxiety is a
normal reaction to stressful situation. In the school setting, anxiety is experienced often by

11
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students under evaluative conditions. Lewis (1970) posits that anxiety is an unpleasant
emotion experienced as dread, scare, alarm, fright, trepidation, horror or panic.

Based on earlier studies, Bandura (1997) states that people experience anxiety when they
perceive a situation as dangerous and beyond their control. Test related- anxiety is one of the
most commonly cited sources of students” stress and it has become more prevalent as schools

have attached more serious consequences to standardized testing (Moses and Naana, 2007).

From the psychoanalytic standpoint, Freud, the Austrian psychologist, believes that anxiety is
caused by internal conscious conflicts. What can be common about anxiety in various

definitions is the unpleasant nature, its projection to the future and its similarity to fear.

2.3 Test Anxiety Construct

Several decades of test anxiety research reveal a division in the general focus of studies
identified in the literature. These studies focus on either understanding test anxiety as
primarily an academic problem or test anxiety as primarily an emotional problem. In
educational research, test anxiety has been approached as a school-specific problem, with a
focus on detrimental academic correlates (Convington and Omelick, 1987; Cassady and

Johnson, 2002).

According to Zeidner (1998), test anxiety is strongly related to failure consequences. This
connection can be noticed in Sarason and Sarason (1990) who state that when not in an
evaluation situation, the highly test anxious individual may not worry about possibilities of
failure, embarrassment and social rejection. But in evaluation situations these possibilities
become vigorous. Undoubtedly, students who suffer from test anxiety do not necessarily lack
the ability to perform but rather other deficits related to test anxiety, interfere with academic

performance (Everson and Millsap, 1991).

12
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Based on extensive review of literature, Zeidner argues based on a comprehensive study that
academic performance depends on the information processing that directly control learning
and comprehension of classroom material, such as focused attention and long term memory
retrieval. Sarason (1984) believes that learners™ capacity, task difficulty, fear of getting bad
grades and lack of preparation for a test are the other factors that make learners worried.
Concerning task difficulty, Gaudry and Spielberger (1971) and Zeidner (1998) seem to share

the same view.

Academically, test-related anxiety can have a negative cognitive impact at all phases of
learning new information, studying and preparation, and taking tests (Cassady, 2004; Mesler,
2008). Matthew, Tracy and Scott (2000) contend that test anxiety is a serious problem for
many students and has been described as the most powerful obstacle to learning in an

educational setting.

Zeidner (1998) argues based on earlier works by Spielberger and Vagg (1995) outlined three
components of test anxiety:

e Cognitive: the negative thoughts and depreciating self-statements that occur during
assessments (e.g. ,,if [ fail this exam my whole life is a failure”) and the performance
inhibiting difficulties that may arise from anxiety (e.g. recalling facts and difficulty in
reading and understanding questions);

e Affective: the person‘s appraisal of their physiological state (such as tension and
trembling) occurring during the assessment situation.

e Behavioural: deficient study skills and procrastination of academic work.

13
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Interestingly, Hembree (1988) suggests that test anxiety was primarily a behavioural
phenomenon since behaviour modification techniques reduced test anxiety only when the

emotionality component was targeted.

Most recent conceptualizations of this construct (Zeidner, 1998; Meijer, 2001) focus on fear-
of-failure as the central characteristic, although some broader conceptualizations exist.

Other descriptions of the phenomenology of test anxiety (Spielberger, 1966; Lowe, Lee,
Witteborg, Pritchard, Luhr, Cullinan, ....Janik 2008; Putwain, 2009) postulate ego/esteem

threats and fear of failure.

Nonetheless, fear of failure offers a clear link between the test anxiety and achievement goals
framework (Hagtvet, 1983; Hagtvet and Benson, 1997; Putwain, 2008a). Much of the
significance of test anxiety, however, is derived from its potentially debilitating impact on

learning and achievement (e.g., Hembree, 1988; Putwain, 2008b).

Additionally, Lang and Lang (2010) found that students with higher test anxiety tend to
disengage from academic performance situations and perform worse on academic tasks.

From a different direction, MacDonald (2010) posits that students' past experiences with
courses and their perceptions of course load, as well as their ability to manage time may result

in unique reactions to a test situation.

Again, Test anxiety refers to worry, apprehension, palpitation, increase in pulse rate and other
physiological symptoms during the exams (Vitasari, Nubi, Othman, Herrewan and Sinnaduri,
2010). Test anxiety is an apprehension over academic evaluation. It is a fear of failing in test
situations and an unpleasant experience held consciously or unconsciously by learners in
many situations. It is a type of anxiety concerning apprehension over academic evaluation

which comes from fear of failure (Horwitz and Young, 1991).

14
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Test-anxious individuals can be seen to be easily distracted, experience difficulty in
comprehending relatively simple instructions, while they find it hard to organize and recall
relevant information during the test procedure (Zeidner). The issue of test anxiety may
jeopardize the assessment of cognitive functions due to test takers performing sub-optimally

when they experience high levels of test anxiety.

Furthermore, Huberty (2009) reports that test anxiety can have significant negative effects on
a student™s ability to perform at optimal level. In the school setting, stress and anxiety are
normal reactions that any candidate experiences before, during and after test. The test anxiety
argument explains that test anxiety lowers academic performance. This relationship has been
studied for well over sixty years. From a different direction, test anxiety does not lead to
academic performance (Burns, 2006; Sansigiry, Bhosle and Sail, 2006). More important is the

fact that most other studies have found test anxiety to correlate with academic performance.

Students with test anxiety have experienced psychological symptoms including increased
feelings of worry, nervousness, and emotionality (Sena, Lowe and Lee, 2007), reduced self-
esteem, and weak academic self-concept (Miesner and Maki, 2007; Wong, 2008; Putwain and

Daniels, 2010).

24 Classification of Anxiety

Anxiety is like other affective factors such as: tiredness, boredom, anger and emotional
disorders. It is entirely related to the psychology of the individual. It does not occur as a single
issue; it can rather acquire forms of manifestation and can be categorized as: general anxiety,

trait anxiety, state anxiety situation specific anxiety and academic anxiety.

15
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24.1 General anxiety

Test anxiety is separated from the general anxiety construct by stipulating the events in which
it occurs (Putwain, 2008). Morris, Davis and Hutchings (1981) regard general anxiety as
worry and emotionality. Brown (1994), Oxford (1999), Chen and Wu (2004) and Horwitz,
Horwitz and Cope (1986) made a similar observation that anxiety constitutes trait anxiety,

state anxiety and situation-specific anxiety.

2.4.2  Trait anxiety

According to Spielberger, Charles, Sarason and Irwin (2005) trait anxiety is a general
characteristic of an individual®s personality. Individuals, who experience an anxiety trait, tend
to have an attitude and reaction which reflects their ability to understand the nature of certain

environmental stimuli and stressful situations more or less difficult or threatening.

Brown defined trait anxiety as the likelihood of an individual becoming anxious of any
situation. A tendency to be anxious is a permanent personality characteristic. Therefore, an
individual with high trait anxiety would probably become apprehensive in many different

situations (Macintyre and Gardner, 1991).

2.4.3 State anxiety

Spielberger, Charles, Sarason and Irwin identify the second type of anxiety (state anxiety) as
an obstacle and an interruption of students™ emotional equilibrium. For example, when a
person hears bad news about a very close friend, he becomes so anxious that emotional
equilibrium is put into question. A person who experiences state anxiety is more likely to feel
stressful and nervous or unable to confront any event. In such moments, the person may feel

nervous and can easily react to external stimuli. Spielberger (1983) cited in Chen and Wu

16
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(2004), defines state anxiety as unpleasant temporary emotional condition, activated by the

individuals® nervous system, such as the apprehension experience before taking a test.

Moreover, high levels of state anxiety are particularly harmful. It can even disable the
person‘s tendency to engage in adaptive behaviour aimed at ending and overcoming this
feeling, for example an individual encountering a lot of difficulties. Young (1990) cited in
Cubuku (2007) notes that the negative effects of anxiety, such as diminished cognitive

performance, are generally associated with state anxiety.

2.4.4 Situation-specific anxiety

Spielberger and Sarason (1989) define test anxiety as a situation-specific trait that refers to the
anxiety states and worry conditions that are experienced during examinations. Interestingly,
Spielberger and Vagg explain that test anxiety construct is considered as a situation-specific
trait accounting for individual difference in the extent to which students find examinations

threatening.

2.4.5 Academic anxiety

Recently, Cassady (2010) introduces the term academic anxiety as “a unifying formulation for
the collection of anxieties learners experience while in schools” (p. 1). Senior High School
students report that examinations and studying are sources of considerable stress (Huges,
2005). Research suggests that academic stressors are sufficient to induce a physiological
stress response (Huges, 2005; Papousek, Nauschnegg, Paechter, Lackner, Goswami and

Schulter, 2010).

Undoubtedly, students put up avoidance attitude and constantly requiring reassurance

(Foxman, 2004). Academic anxiety is distracting and preoccupying students” minds with

17
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irrelevant things that do not pertain to the task at hand (Vassilaki, 2006). Thus, their energy is

wasted on what could be used to help improve their overall academic performances.

Supon (2004) explains the types of test anxiety differently. She suggests three different types
of anxiety in her research as follows:
e First, students who lack study skills and the ability to organize or comprehend the
main ideas of the information being taught.
e The second type is students who possess proper study skills but in reality they fail
under evaluative situation.
e The third is a type of students who believe they possess quality study skills, but in

reality they do not.

2.5 Components of Test Anxiety

A conceptual contribution, advanced by Liebert and Morris (1967), was the critical
differentiation between worry and emotionality. These researchers analysed the responses of
students to Mandler and Sarason®s Questionnaire (TAQ: Mandler and Sarason, 1952). They
made a theoretical distinction between two distinguishable components of test anxiety
(cognitive and emotional). Based on earlier studies, Deffenbacher (1978), Kaplan, McCordick

and Twitchell (1979) and Spielberger (1980) also shared the same view.

The first component “worry” is related to the cognitive aspects, meaning the mental activity
that goes on during the testing involves potential negative self-image about oneself. Goonan
(2003) and Cizek and Burg (2006) support an earlier assertion by Liebert and Morris who
emphasize that, worry is a cognitive concern about one®s performance and it entails thinking
about the consequences of failure, negative comparisons to peers, and self doubts and
negative expectations. Typical reactions that come along with test anxiety are feeling of
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distress, uncontrollable, and emotional discomfort that appear from time to time. In a study,
Liebert and Morison found that the factor of worry had stronger negative relationship with
performance outcomes than emotionality. This view is also supported by researchers who
notice that test anxiety is stronger in the worry component and has significant devastating
effects on performance than emotionality (Tryon, 1980; Goonan, 2003; Eysenck, Santos,
Derekeshan, and Calvo 2007; Owens, Stevenson, Norgate, and Hadwin 2008; Putwain,

Connors and Symes 2010)

Morris and Liebert further state that the second component, “emotionality” is related to the
physical reactions to test situations, such as nervousness, sweating, cold hands, constantly

looking at the clock and so on.

2,51 Summary

Anxiety is a normal human emotion that can be detrimental in a school setting. Although
everyone worries occasionally, excessive and frequent worry can impair social, personal and
academic functioning. A review of the relevant literature indicates that test anxiety, especially
worry, has an impact on academic performance (Eysenck, 2001 cited Keogh, 2004). When
test anxiety is severe, it can have significant negative effects on students™ ability to perform at

an optimal level.

2.6  Theoretical Perspectives of Test Anxiety

Research on test anxiety has shaped many models designed to explain the phenomenon.
Creswell (2003) noted that theories “provide a lens to guide the researchers as to what issues
are important to examine and the people that need to be studied” (p.131). In order to

understand more about test anxiety and performance, several theoretical models have been put
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forward to explain the nature, causes and antecedents of test anxiety. These models were

developed to drive the study.

2.6.1 Interference Model

The interference model proposes a reduction in performance as a result of test anxiety because
of the presence of interfering thoughts (Wine, 1980; Sarason, 1988). One perceives test
anxious student as one who knows the course material, but freezes up during examinations
and, therefore is unable to recall prior learning. According to this model, test anxiety is an
interfering agent and students with high levels of test anxiety tend to divide their attention
between task performance and personal concerns principally composed of negative self-pre-

occupations.

The problems with most students are that, during tests, individuals with test anxiety focus on
task-irrelevant stimuli which negatively affect their performance (Sarason, 1975). Similarly,
this reason underpins the argument by Naveh-Benjamin, McKeachie and Lin, (1981) who
suggest that students have certain capacity of processing information and test anxiety might
block one“s attention and inability to pay attention to the learned material under evaluative
setting. Sarason (1984) supports this by saying “a cognitive interference may be the key factor

in lowering the performance of highly test-anxious people” (p.931).

On the other hand, the interference model contest that highly test anxious students may know
the material, but have problems in organizing, processing and retrieval the information during

examination (Taylor and Quagraine, 1999; Part-Stamm, Gollwitzer and Oettingen, 2010).

Cognitive interference (as it is manifested in test anxiety) has been well established as a cause
for reduced performance during evaluative situations (Hembree, 1988; Cassady, 2004;

Veenstra, Lindenberg, Oldehinkel, DeWinter, and Ormel, 2006).
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Hembree, in his meta-analysis, found that this cognitive component of test anxiety is the
factor that is most consistently found to be associated with poor performance. Sarason,
Sarason and Pierce (1996) and Cassady and Johnson (2002) and Cassady (2004) argue that the
interference model reduces academic functioning as a result of cognitive distraction

associated with worry and doubt during testing and preparing for test.

The general view, however, is that this model is unsatisfactory, when students are taught test-
taking skills, the relationship between test anxiety and lower performance still holds
(Hembree). However, techniques used to teach students to deal with the interfering thoughts,

such as cognitive modification, lead to a positive impact on performance.

In summary, the interference model states that high test anxious students are plagued by
worry and distracting thoughts that interfere with their ability to retrieve information during a
test. This accounts for students “freezing up” in an examination (Musch and Brodes, 1999;
Tobias, 1990). Interference is caused by intruding thoughts with no functional value in

solving the cognitive task at hand.

2.6.2  Skills Deficit Model

Contrary to this theoretical position, some research investigations reveal that interfering
thoughts during the test-taking situation might not sufficiently establish the preponderance of

the criterion variance in tests and therefore question the rationality of the interference model.

A deficit model emerged in the 1980s as a result of research linking high test-anxiousness
with deficits in study skills (Whittmaier, 1972) and test-taking skills (Kirkland and
Hollansworth, 1978). In the first model the problem lies not in taking test, but in preparing

for test (Tobia 1990; Klejin, Vander-Ploeg, and Topman, 1994). Jing (2007) notes that high
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test-anxious students lack study skills or habits can have negative ramifications on learning

and performance.

The skills deficit model suggests that students who experience test anxiety do so because they
have learning difficulties and are unable to adequately learn and integrate content material
(Culler and Holahan, 1980; Tryon, 1980; Birenbaum, 2007). According to this model,
individuals perform poorly not due to test anxiety, but due to poor study skill (Culler and

Holahan, 1980; Tryon, 1980; Naveh-Benjamin et al 1987; Birenbaum, 2007).

Despite the general perception held, researchers argue that test anxiety does not cause poor
performance but rather poor study habits and inability to organize and retrieve information
during examination time generates the anxiety. From a different direction, Musch and Brodes
also found out that study habits had no impact on examination performance. Therefore, to
increase test performance, this model recommends an increase in encoding, retrieval and test

taking skills.

In summary, the skills deficit model suggests that students who experience test anxiety do so
because they have learning difficulties and are unable to adequately learn and integrate
content material (Culler and Holahan; Tryon; Birenbaum). It further states that students with
high test anxiety develop poor study skills. A lot of studies have identified the root of test

anxiety as lying in students™ poor preparation.

2.6.3 Cognitive-Attentional Model

This model was proposed in the 1970s by Wine (1971) and Sarason (1978). The cognitive-
attentional model posits that the factors comprising anxiety (e.g worry cognitions, anxious
states and irrelevant thoughts) interfere with the cognitive-attentional processes. The

difference between high test-anxious and low test-anxious individuals rests on the amount of
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attention available to tackle the test taking task. High test-anxious students in evaluative
situations perceive performance demands as ego threatening, which leads to self-focus, and
division of attention between task and self-related cognitions. This assertion is supported by
Lowe and Lee (2007) who state that anxiety divides attention between task-relevant and task-
irrelevant thoughts which lead to disturbed recall of prior learning. The outcome is poorer

concentration and impaired task performance (Zeidner, 1991).

In summary, a close look at this model focuses on the importance of reducing off- task
thinking in testing situation to improve test performance. This model indicates that study skill
training alone is woefully not effective at reducing anxiety but rather strategies aimed at

cognitive component of anxiety (Ergene, 2003).

2.6.4 Social Learning Model

In the early 1980°s a social learning model emerged, bringing forth the idea that modelling,
observational learning and social influences contribute to effective learning. The constructs of
locus of control (internal verses external), self efficacy (i.e. one*s belief in one*s own ability
to do a specified task) and outcome expectations (i.e. an individual®s idea of outcome based

on skills and motivation) were identified as variables that contribute to effective learning.

Self-efficacy is defined as the belief in one*s ability to perform a task or to execute a
specified behaviour successfully (Bandura, 1997). Self efficacy is explained in the theoretical
framework of social cognitive theory by Bandura (1997) which states that human achievement
depends on interactions between one“s behaviours, personal factors and environmental
conditions. Bandura (1982) argues that test anxiety develops in a social context. According to
Schwarzer (1994) and Bandura (1995), self-efficacy can make a difference in people‘s ways

of thinking and reasoning. With respect to feeling, a low sense of self-efficacy is associated
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with anxiety and helplessness. In contrast, a strong sense of belief in one“s self facilitates
cognitive processes influencing decision making (Grau, Salanova, and Peiro, 2001). Jing

(2007) found a significant negative correlation between test anxiety and self-efficacy.

Efficacy beliefs also trigger emotional reactions. For example, individuals with low self
efficacy believe that a task is tough and hence build stress, depression and a narrow vision on
how to solve problems. On the other hand, those with high efficacy would be more relaxed in
solving difficult tasks. Therefore, these influences are strong determinants of the individual®s

level of achievement (Rahil, Habibah, Loh, Muhd, Nooreen and Maria, 2006).

Many studies have shown that there is significant relationship between self-efficacy and test
anxiety (Seif and Latifian , 2004; Akban and Ogundokun,2006; Zinta, 2008). Test
performance, according to this model, may be improved by a shift in locus of control from

external to internal, enhancement of self efficacy or improvement in outcome expectations.

In summary therefore, the belief one has is a key factor in exercising control and personal
efficacy. Self efficacy affects behaviour in two ways; either the individual engages in tasks he
feels competent and confident in or avoids those that he feels contrary. This helps to

determine how much effort, perseverance and resilience an individual put on a task.

2.6.5  Integrative Model

Naveh-Benjamin et al (1987) suggested an integrated model of test anxiety that incorporate
the cognitive components, (i.e., negative self-talk, worry thoughts, task irrelevant thinking and
physiological reactions), in study skills (i.e., inadequacies in the acquisitions, organization or
retrieval of information), and social learning factors (i.e., self-esteem, locus of control, test-
taking self-efficacy and outcome expectations). This model proposes two types of test anxious

students: those with appropriate learning strategies who are unable to retrieve content
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information during examinations and those with poor learning strategies who do not learn the

information during the training process (Naveh-Benjamin et al.).

The variables proposed for inclusion in this integrative treatment model have been broadly
classified into three categories: cognitive-attentional variables, academic skill variables, and

environmental variables, as seen in Figure 2.1

Figure 2.1: Variables Included in the Integrative Model of Test Anxiety

Cognitive-attentional interference variables:
Worry thoughts

Emotional arousal

Task-Irrelevant thoughts

Academic skill variables:

Study skills deficits

Test-Taking skill deficits

Environmental variables:

Visual distractions

Auditory distractions

Physical distractions

Academic skill variables include the well-documented factors of study skill deficits and
deficient test-taking skill. In addition, test related variables, such as time pressure, modes of
administration, and types of test construction are subsumed under the academic skill variable
of test-taking skill deficits. As such, a student who becomes anxious when taking essay tests,
for example, would be viewed as having a test-taking skill deficit. If this student also

ruminates about this deficiency, worry thoughts would also be implicated. Environmental
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factors present in the testing situation provide an additional set of variables that are potentially

under a student's control. These variables include visual, auditory, and physical distraction.

In summary, the integrative model variables include worry thoughts, emotional arousal, and
task irrelevant thinking, and incorporate social learning variables such as external locus of
control, expectancy of poor outcomes, and low test-taking self-efficacy, under the category of

worry thoughts.

2.6.6 Information- Processing Model

Tobias (1985) combined cognitive interferences and poor study skills with a new concept that
he called cognitive capacity to explain how test anxiety affects performance. This
information-processing view states that students have a limited capacity for processing
information, and that this capacity is diminished when the mind is being engaged by task-
irrelevant behaviours (Naveh-Benjamin et al, 1987). Information was processed in stages,
first, encoded, then stored and organized, and finally retrieved. High test anxious students
tend to encode information more superficially and have more problems organizing
information than low test-anxious students. This anxiety results in less effective study habits

and less effective information processing.

Test anxiety depletes the available processing capacity (Vagg and Papsdorf, 1995) and when
demand exceeds capacity, performance suffers. Thus, in order to increase test-taking
performance, according to this model, one makes better use of cognitive capacity by
organizing and synthesizing information and decreasing task irrelevant thoughts so that

attention can be focused on the task.
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In summary, this model assesses how well students are able to use their reasoning skills as
learning strategies to help them learn. In other words, it describes how knowledge is

processed, stored and retrieved from the mind.

2.6.7 Concept Organization Model

Schutz, Davies and Schwanenflugel, (2002) discuss theories of emotion and emotion
regulation that influence the way students experience thoughts and feelings during
examinations. They discussed four conceptual sub-domains: cognitive appraisal, task
focusing, emotion-focusing and emotion-experiences. Apparently, students who are
considered to be high test- anxious are likely to have varying concepts about the testing

situation.

2.6.7.1 Cognitive appraisal

According to schutz et al, cognitive appraisals occur when a student assesses the testing
situation in relation to his or her goals. This model states that, in order to achieve student™s
goals, specific events must take place (e.g. ability to recall certain information, responding
correctly to a certain percentage of questions) in order to achieve the expected grade. It also
focuses on student®s ability to cope and handle the test, having the confidence to deal with

challenging questions and strategies to guess at multiple choice questions.

2.6.7.2 Task focusing

Task-focusing as described by Schutz et al is the student™s ability to focus and manage the
task at hand (e.g. the exam itself). Task-focusing consists of processing, analysing important
concepts of an examination-question, strategically keeping track of and managing time,

selecting the best from options and checking answers.
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2.6.7.3 Emotion-focusing

Emotion-focusing is described as an occurrence where the student™s attention drifts away from
the examination to their own emotions (Schutz et al). For instance, a student may engage in
self-talk that deemphasize the test importance. However, a student may engage in self-blame

and acts of preponderance which may precipitate or elevate test anxiety.

2.6.7.4 Emotion-experiences

Emotion-experiences as described by Schutz et al are the types of emotions that the students
experience. These emotions can be pleasant (satisfactory) or unpleasant (anger, hopelessness).
However, if the examination is not skewed to students” expectations, arouses unpleasant
emotions which are likely to engage in feelings of disappointment. Schutz et al found that
moderate test-anxious students distinguished concept based on their ability to regulate task-
focusing and emotion-focusing processes. Moderate test-anxious students had the tendency to
rate their ability to focus on the task successfully to maintain balanced emotions described as
being pleasant. Again, moderate test anxious students endorsed feeling of confidence during
the examination; these were significantly correlated with the endorsement of pleasant

emotions.

2.6.8 Summary

Although theories of test anxiety provide important insights into the test anxiety construct like
interference model, deficit model and many others, much of the research on test anxiety is

focused on the differential impact of emotionality and worry has received substantial scrutiny.

Overall, these theories suggest that test anxiety is a complex phenomenon involving several

different elements: worry, emotionality, interference, concept organization, and skills deficits.
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Researchers have propounded several theories in an attempt to explain the relationship
between anxiety and cognitive performance.

No matter the theoretical model underpinning the relevance of test anxiety, researchers
continue to turn on their research beam light to advance further arguments. Whatever the

approach, students might become test-anxious for a variety of reasons.

2.7 Empirical Studies

Despite the approach to understanding test anxiety, more empirical work has been done

examining the relationship of test anxiety and academic performance.

2.7.1  Cognitive test anxiety correlates negatively with academic performance

Cognitive Test Anxiety (CTA) causes poor academic performance in cognitive tasks
(Cassady, 2004; Cassady, Mohammed and Mathieu, 2004). It was found to have correlated

negatively with performance scores in cognitive tests (Zoller and Ben-Chain, 2007).

Similarly, Kassim, Hanafi and Hancock (2008) conducted a research to explore test anxiety
and its consequences on academic performance among university students. The results of this

research suggested that test anxiety was negatively related to academic performance.

A research study conducted by Cassady and Johnson (2002) “to investigate the effect of
cognitive test anxiety on students academic performance and found that cognitive test anxiety

exerts a significant stable and negative impact on academic performance measures” (p.12).

A research study conducted by Taylor and Quagraine (1999) investigated the effect of test
anxiety on learning and achievement among adult students. Data was collected from a sample
of 250 post-diploma degree students of the University of Education, Winneba and found that

test anxiety exerts a significant stable and negative impact on academic performance.
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A comprehensive study by Sarason (1995) showed that test anxiety has a detrimental effect on
individuals performance than students™ attitude towards examination. Test anxiety made

students feel less confident, more anxious and more worried.

2.7.2 Relationship between test anxiety and academic performance

Again, Chapell, etal (2005) conducted a research study to explore the relationship between
test anxiety and academic performance. They collected data from a sample of 5,551
undergraduate and graduate students in Pennsylvania and Illinois and found a significant
difference of academic achievement among three different levels (low, moderate, and high) of
test anxiety. For instance, students with low test-anxiety had higher academic achievement
than students with moderate and higher test-anxiety. Again, students with moderate test-
anxiety had higher academic achievements than students with higher test anxiety. Similarly,
Cassady and Johnson provided evidence that moderate, but not low or high levels were related
to higher examination performance. Most other studies, however, failed to support this finding

(Sarason, 1984; Hembree, 1988; Hong, 1999; King, Ollendick and Prins, 2000).

Vogel and Collins (2002) investigated the effect of test anxiety on academic performance and
according to the findings, the students with high-test anxiety as well as those students with
low-test anxiety showed lower academic performance. Moreover, those students with

moderate levels of test anxiety performed better.

2.7.3 Test anxiety and gender differences

Several researchers explored gender differences with respect to test anxiety and found that
females have higher levels of overall test anxiety than males (Vijayalaxi and Natesan, 1992;
Cassady and Johnson 2002; Wren and Benson, 2004; Chapell et al, 2005; Egbochuku and
Obodo, 2005; Cizek and Burg, 2006; Kayapinar, 2007; Eizadifard and Sepasi Ashtiani, 2010).
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Potmernatz, Altermatt and Saxon (2002) explained that boys had a higher mean academic

achievement than girls.

The results contradict earlier findings that showed that girls experience higher levels of
anxiety than boys (Keeves, 1985; Chapell et al., 2005; Soffer, 2008). Comparatively, Cassady
and Johnson (2002) explained the differences in test anxiety on the basis of students™ gender
and maintained that boys and girls feel the same level of test worry, but girls have higher
levels of emotionality while Yenilmez and Ozbey (2006) found no significant difference in

the anxiety levels in terms of gender variable.

Educational researchers have reported that test anxiety is more prevalent in girls than in boys
regardless of grade level (Hambree, 1988; Locker and Cropley, 2004; Cizek and Burg, 2006).
From elementary school through medical school and across cultures, girls typically report
higher levels of test anxiety than boys (Hembree, 1988; Zeidner, 1998; Putwain, 2008).
Roberts (1991) and Bodas, Ollendick and Sovani (2008) found out that girls easily show their

emotions publicly whiles boy hold back their emotions.

No significant gender differences were found on test anxiety in a study of a sample of
elementary children in Florida. However, females were found to be slightly more anxious than

males at different grade levels (Soffer, 2008).

Regarding the correlation of anxiety and gender, Rezazadeh and Tavakoli (2009) conducted a
survey to look into the relationship among gender, academic achievement, years of study, and

levels of test anxiety.

One hundred and ten undergraduate students (65 females and 45 males) from the University
of Isfahan were involved. Results showed that in contrast to male students, female students
had a higher level of test anxiety as their mean scores of test anxiety reached higher. A
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statistically significant negative correlation was observed between test anxiety and academic
achievement and there was no meaningful relationship between test anxiety and years of
study. Similar to the findings of Tang“s (2005) study among college students, this study
indicated high school students indeed had the feeling of anxiety and experienced fear of

negative evaluation.

2.8 Causes and Symptoms of Test Anxiety

There are many reasons that account for test anxiety. The first one is lack of preparation as
indicated by (a) cramming the night before the examination, (b) poor time management, (c)

failure to organize text information, and (d) poor study habits.

The second one is worrying about (a) past performance on examination, (b) how friends and
other students are faring and (c) the negative consequences of failure. In addition, a student
may experience physical signs of test anxiety during an examination like perspiration, sweaty

palms, headache, upset stomach and rapid heartbeat.

2.8.1 Lack of self-confidence and low self-esteem

Research suggests that examinations are stressful for final year students for four reasons
(Denscome, 2000; Putwain, 2007) consequences or thoughts of failing, low self-esteem,
judgements from significant others, and fear appeals by teachers. Test-anxious children and
adolescents “do not approach a task such as test with a positive outlook or expectation of
success, but with dread regarding the potential for negative evaluation or failure” (Cizek and
Burg, 2006: p. 17). Meijer and Oostdam (2007) examined the relationship between test
anxiety and intelligence and found that lack of confidence and worry are contributing factors

to test anxiety.
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Worry, emotionality, gender, and socio-economic background were significant predictors of
test anxiety in the study conducted by Putwain (2007). Again, Turner, Beidel, Hughes and
Turner (1993) in their research suggested that test anxiety was related to academic

achievement, poor self-concept and fearfulness.

2.8.2 Procrastination

Procrastination has been commonly understood as a maladaptive behaviour that impedes
successful academic experiences. It is considered a complex phenomenon with cognitive,
affective, and behavioural elements that involve the intentional postponement of an intended
course of action despite awareness of possible negative consequences (Steel, 2007). Steel
defines procrastination as “voluntarily delaying an intended course of action despite expecting

to be worse off for the delay” (p. 66).

Procrastination on academic tasks is a common problem among students (Day, Mensink, and
O“Sullivan, 2000; Wolters, 2003). A substantial body of literature has shown a negative
association between procrastination and academic performance (Elvers, Polzella and Graetz,
2003; Moon and Illinggworth, 2005; Akinsola, Tella, and Tella, 2007; Wang and Englander,
2010). As well, procrastination has been linked to other adverse behaviour and outcomes
including poor study habits, test anxiety, cramming for examinations, late submission of
course work, fear of failure, fear of social disapproval by peers, lower grades, sense of guilt,
and depression (Dewitte and Schouwenburg, 2002; Fritzsche, Young, and Hickson, 2003;

Lee, 2005; Uzun, Ozer, Demir, and Ferrari, 2009).

2.8.3. Poor study skills

Test anxiety relates to students™ poor study skills. This reinforces the argument made by Cizek
and Burg (2006) who classified students™ exhibiting test anxiety into three main categories:
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e the first category are those who do not have appropriate test-study and test-taking
strategies and are aware that they are not well prepared,

e the second category uses appropriate test preparation strategies, but then become
distracted during testing,

e the last group believe that they have appropriately prepared for the test but then

perform poorly and as a result are not able to pinpoint why (Cizek and Burg).

Naveh- Benjamin, et al, (1987) have found that when compared with less anxious students,
highly test-anxious students have difficulties in organizing material to be learned. Several
researchers attest to the fact that high test anxious students have less effective study habits as
compared to their low anxious counterparts (Culler and Holahan, 1980). This view is
supported by Hembree, (1988) and Casbarro, (2005) who suggested that lack of effective
study skills contributes to poor performance under evaluative conditions, which in turn leads
to heightening feelings of anxiety when it comes to performing in subsequent examinations.
Sharma, (2002) contends that students with high test anxiety experience threat, poor study
skills, and negative non-productive attitude toward academic work as compared to the low test

anxious student.

2.84 Poor time management

Another factor that increases test anxiety and affects performance is time limit. According to
Ohata (2005), learners sometimes felt pressured to think that they had to organize their ideas
in a short period of time. Some scholars address the dedication of time as an important study
skill (Lahmers and Zulaur, 2000; Linderholm, Cong, and Zhao, 2008; Nonis and Hudson,
2010). Nonis and Hudson hypothesize that it is not the amount of time but the quality of study

habits that builds academic skills.
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2.8.5 Inappropriate test technique

Another factor that affects negatively students™ performance is inappropriate test technique.
Young (1991) found that students felt anxious when they had studied for hours for a test and
then found in the test question types which they had no experience about. Additionally, test
anxiety as a factor that affects learning is a barrier that stops learners from performing well on

tests (Jackson, 2001).

Literature on test anxiety shows that some of the factors that influence students® reactions to
tests are related to test validity, time limit, test techniques, test format, length, testing

environment and clarity of test instructions (Young, 1999)

2.8.6  Fear of negative evaluation

Fear of negative evaluation is the avoidance of evaluative situations and expectations that
others will assess them negatively. Learners may be sensitive to evaluation of their peers
(Cubuku, 2007). Generally, test anxiety is a type of performance anxiety deriving from a fear
of failure and evaluative situations. And if it is high, it results in failure in examinations.

Students with fear of negative evaluation might adopt the action of avoidance (Casado and
Dereshiwsky, 2001; Chen and Wu, 2004). In Aida™s (1994) opinion, students with fear of
negative evaluation might sit passively in the classroom, withdrawing from classroom
activities that could otherwise enhance their study skills. In extreme cases, students may think
of cutting classes to avoid anxiety situations, causing them to be left behind (Wilson, 2006;

Sila, 2010).
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2.9 The Concept of Poor Academic Performance

According to Aremu (2000), poor academic performance is adjudged by the examinee and
some others as falling below an expected standard. Several researchers devoted much work on
factors affecting academic achievement of students with the belief that academic achievement
would be improved upon if the factors were adequately addressed. Some of the factors
include: self-efficacy, self-concept, peer influence, parental involvement, tone of the school,
the society, and government (Aremu, 2000; Adesemowo, 2005; Adeyemo, 2007; Desoete,

2008; Tenibiaje, 2009).

In contrast, Putwain, Woods and Symes (2010) found that achievement goals, perception of
confidence and situation influences impact on test anxiety. For some students, the teachers*
attitude influences their performance and anxiety (Collins, 1999; Supon, 2004). Therefore, it
is important for teachers to minimize these influences to positively impact test scores and

achievement.

Academic self concept has also been shown to have a negative relation with overall anxiety in
general, and with performance anxiety in particular (Putwain, 2009). Tooley and Dixon
(2006), suggest that the type of school that a pupil is enrolled in has an effect on the pupil“s

achievement.

2.10 Test Anxiety and Academic Performance.

In educational institutions, success is measured by academic performance or how well a
student meets standards set out by the Ghana Education Service. A comprehensive study
showed that test anxiety causes poor academic performance (Hembree, 1988; Campbell and
Ortiz, 1991; Johnson, 1997). It is worth noting that test anxiety has a negative correlation with

student™s academic performance. Therefore, the high-test anxious students tend to score lower

36



University of Education,Winneba http://ir.uew.edu.gh

than low-test anxious students. This result was supported by the findings that test anxiety
negatively impacts on academic performance (McDonald, 2001; Eman and Farooqi, 2005).
Again, Matthew, Tracy and Scott, 2000 describe test anxiety as the most powerful obstacle to

learning in an educational setting.

The effect of test anxiety on academic performance has been thoroughly investigated by many
researchers (Wine, 1971; Cassady and Johnson, 2002; Hagtvet and Sipos, 2004; Rezazadeh
and Tavakoli, 2009). Hambree (1988) as cited in Everson and Millsap (1991) states that test
anxiety is linked to fear of negative evaluation and inadequate study skills has been identified

as one of the factors that impair academic performance.

However, a recent study by Putwain showed that, bizarrely, the low stakes tests seemed
influenced more by anxiety than the high stakes test. Research has supported this finding that
both academic self-concept and perceived test competence are both negatively related to test
anxiety (Putwain, Woods and Symes, 2008). Again, Dorney (2005) concludes that anxiety

does not only hinder achievement but in some cases improves achievement performance.

2.10.1  Test anxiety and achievement goals

The self-regulatory process in Zeidner and Mathews™ (2005) model places a greater emphasis
on motivation and self-perception than has been present in previous models of test anxiety
(Spielberger and Vagg, 1995; Zeidner, 1998). Hagtvet and Benson (1997) suggest that test
anxiety and performance-avoidance constructs are related by a fear-of-failure. Test anxiety,
with its emphasis on information processing and interference models of anxiety-performance
represents the cognitive aspect of the fear-of-failure and performance-avoidance, with its
emphasis on goal orientated behaviour, the motivational aspect. Elliot and McGregor (1999)

propose a hierarchical integrative model in which highly trait test anxious students could
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adopt performance-approach or performance-avoidance goals. The majority of research has
supported a positive relationship between performance-avoidance goals and test anxiety
(Elliot and McGregor, 1999; Pekrun, Elliot, and Maier, 2006; Tanaka, Takehara, and

Yamauchi, 2006).

It is widely acknowledged that students™ academic achievement and ability depend on both
internal and external factors such as proper study habits, intelligence, and parental
expectations, among others. If these situations are not conducive for learning would lead to

academic stress.

2.11 The Influence of Teachers on Students*Performance

Teacher support and student™s learning style can reduce stress-related anxiety among students
in Senior High School. On the other hand, parental and teacher pressure can heighten

students™ anxiety levels under any evaluative conditions.

2.11.1 Teacher support

McNaught (2007) indicated that teachers™ professional competences are able to create a good
learning environment in which students have high and positive achievement expectations.
Alcala (2002) suggests that teachers should familiarize students with examination format, the
type of rating system. By creating a stress free environment allows students to concentrate on

the test rather than being distracted by test anxiety.

The teacher's attitude is a major factor since students do not want to study a subject that the
teacher seems uninterested in or uncomfortable with. Other studies have identified teachers™
positive regard and institutional support influence students” motivation, attitudes, and

competency (Chouinard and Karsenti, 2005).
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2.12 Facilitating and Debilitating Anxiety

Debilitating anxiety, however, has a negative impact on student™s motivation and preparation
before and during examinations, like waiting until the last minute to revise and prepare for a
big test or examination, feeling more anxious and unprepared or arriving at the venue for a

test late and having to answer all of the questions (Alpert and Haber, 1960).

According to Maclntyre (1995), anxiety can be facilitating or debilitating. Facilitating anxiety
motivates learners to adopt an approach attitude which makes them more willing to confront
the new learning task. Debilitating anxiety causes learners to assume an avoidance attitude
and therefore tend to escape from the learning task. He claimed that when a given task was
relatively simple, anxiety could be facilitating. On the other hand, if the task was too difficult,
anxiety would impair performance. Facilitative anxiety helps students to succeed and has been

found to be present in students with better results in test of all kinds (Hembree).

2.13 Effects of Test Anxiety on Students*“Performance

Academic performance can be affected by a plethora of variables. Test anxiety is one of those
variables expected to have a negative effect on performance. Cassady and Johnson (2004) and
Jing (2007) are among researchers who proved that the test anxiety is negatively correlated

with academic performance.

Studies on academic outcomes of test anxiety have overwhelmingly found that students with
test anxiety perform worse on examinations than their non test-anxious counterparts

(Abu-Rabia, 2004; Meisner and Macki; 2007; Putwain, 2008). Additionally, it has been found
that test anxiety negatively impacts performance evaluative situations (e.g., testing,
presentations, performances), but even more so when the external evaluative pressure is high
(Hancock, 2001; Cassady, 2004a). Although test anxious students often spend more time
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studying for tests than their peers, they lack confidence in their ability level, feel inadequate,

and see themselves as more susceptible to failure (Johnson, 2007).

Students with high levels of test anxiety tend to have reactions based on threat perceptions,
reduced feelings of self-efficacy, self-derogatory conditions, anticipatory failure attributions
and more intense emotional reactions and arousal as the first signs of possible failure (Ergene,
2003). High test anxious students do not perform well academically, have lower test scores
and the tendency of dropping out of school associated with feelings of generalized anxiety,
depression and hopelessness (Lowe and Lee, 2007). Some symptoms that teachers and parents
may notice are resistance to attending school, withdrawal at school or at home, lowered self-
esteem and self-efficacy, pessimistic attitudes, poor grades, verbal expressions of concern,
and a profound fear of failure (Cizek and Burg, 2006; Johnson, 2007). Students with test
anxiety may also spend long time taking tests, leading to test fatigue (Johnson). According to
Baloglu (2002), two major theories address the effects of anxiety (Cognitive Interference and

Deficit Theory).

2.14 Interventions to Reduce Test Anxiety

Test anxiety interventions have fallen into four different categories: behavioural (Hembree,
1988), cognitive behavioural (Kennedy and Doepke, 1999), study and test-taking strategies

and relaxation therapy training (Cheek, Bradley and Reynolds, 2002).

2.14.1. Creating a positive classroom environment

The creation of a stress free environment or atmosphere allows students to concentrate and
adopt good study habits (Price, 1991). Research has suggested that children experienced
increased test anxiety in highly evaluative classroom environments (Cassady, 2004a).

Furthermore, accessible and user-friendly tests contain clear and complete directions that help

40



University of Education,Winneba http://ir.uew.edu.gh

students understand the context and conditions associated with test questions. Good test
taking skills are the panacea to reduce test anxiety (Whitaker and Lee, 2007; Holzer, Madaus,
Bray and Kehle, 2009). Furhermore, a good test directions are presented in a language all
students can understand and do not contain vague terms and irrelevant information that may
confuse and frustrate students or be misinterpreted by them (Salend, 2009; Brookhart and

Nitko, 2008; Elliott, Kettler, Beddow, Kurz Compton, McGrath and Roach, 2010).

Cizek and Burg (2006) proposed five interventions for reducing test anxiety namely
behavioural, cognitive, cognitive-behavioural, study skills, and test-taking skills. Behavioural
approaches focus on the student,s emotionality, cognitive approaches focus on worry,
cognitive-behavioural approaches focus on the combination of worry and emotionality, study
skill approaches focus on a student,,s knowledge and skills deficit, and test-taking approaches
focus on the student,s poor test taking skills (Cizek and Burg). The most effective
interventions appear to be from a combination of cognitive and behavioural treatments with

skill focused approaches (Hembree, 1988; Ergene, 2003; Cizek and Burg, 2006).

Systematic desensitization is a technique that involves implementing relaxation strategies
(deep breathing) while imagining the feared stimuli (taking a test) and has been shown to
effectively reduce test anxiety (e.g., Cheek, Bradley and Reynolds, 2002; Egbochuku and
Obodo, 2005; Weems, Taylor, Costa, Marks, Ramano, Verrett and Brown, 2009). Systematic
desensitization involves the creation of an anxiety hierarchy, that is, a list of situations that
make an individual feel anxious, starting with the least anxiety provoking situation and
continuing to the most anxiety provoking situation. This is an effective method that involves
relaxing while imagining the feared stimuli, which can lead to long term reduction of anxiety

surrounding the stimuli. Once students are familiar and comfortable with the use of relaxation
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strategies (Weens et al, 2009), they can be encouraged to practice these strategies while

imagining something that makes them worried.

2.14.2 Effective test-taking skills

The following are several ways to support students to develop good study skills: Students can
improve test performance by learning to budget their time based on the amount of time given
to them to complete the test (Denstaedt, Kelly, and Kryza, 2009; Strichart and Mangrum,

2010).

More interestingly, several researchers™ talk about ways to support students to learn better
study skills that would enable them address the purpose, content and format of the test and
students working in groups to predict likely tests questions or material difficulty (Walker and
Schmidt, 2004; Conderman and Pedersen, 2010; Leininger, Taylor Dyches, Prater and Allen

Heath, 2010)

2.14.3. Time management skills

One way to reduce students™ anxiety during testing is by teaching them to use effective test-
taking skills and strategies (Whitaker Sena, Lowe, and Lee, 2007). There are many teachers
who have found that specific strategies work better for some students and some work better
for others (Cheek, 2002; Supon, 2004; Flannery, 2008; Huberty, 2010; Stowell and Bennet,

2010).
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CHAPTER THREE

METHODOLOGY

3.1. Introduction

This chapter discusses the methodology of the study which includes the research design for
the study, the target population, sample and sampling procedures. It discusses the validity and

reliability of instruments used as well as methods used for data analysis.

3.2. Research Design

This study employed the mixed method, using the descriptive cross-sectional survey design.
The mixed method (Tashakkori and Teddlie, 2003) design is a procedure which employs both
quantitative and qualitative data within a single study to understand a research problem more
completely (Creswell, 2002). This design was deemed appropriate because it made it possible
to describe the conditions, situations and events of the phenomenon, test anxiety, among

Senior High School students without manipulating any variable.

According to Mertons (2003) and Tashakkori and Teddlie (2003), the mixed method approach
has the following advantages over a single approach design.
e First, the researcher would supplement survey questionnaire with an interview
component to strengthen the findings (Phakiti, 2003).
e Secondly, mixed method research can ,cancel out™ the disadvantages that come with a
single method (Creswell. Clark, Gutmann, and Hanson, 2003). This means that, the
use of multiple methods can add insight and understanding that might be missed when

only a single method is used.
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In spite of the advantages of the mixed method approach, researchers have recognized some
disadvantages as follows:

e More time, cost, and effort are needed in carrying out this type of research.

e Researchers have to be equipped with skills and knowledge in multiple methods and to

understand how to mix them appropriately.

3.2.1. Justification for using mixed method design.

According to Greene, Caracelli, and Graham (1989), Tashakkori and Teddlie (1998), the
rationale for mixed method is that, neither quantitative nor qualitative methods are sufficient
by themselves to capture the trends and details of a situation. In relation to this, the researcher
deemed it appropriate to employ the mixed method where quantitative and qualitative

methods would complement each other to allow for more complete analysis.

Furthermore, it was assumed that the use of the mixed method could increase the validity of
the research findings (Eezberger and Kelle, 2003; Tashakkori and Teddie, 2003). In this

regard, both quantitative and qualitative data were collected and analysed accordingly.

3.2.2. Justification for using the cross sectional survey

Survey research typically employs questionnaires and interviews to determine the opinions,
attitudes, preferences, and perceptions of persons of interest to the researcher (Borg, Gall and

Gall, 1993).

The survey methodology was chosen for this study for the following reasons.
e To ask the same questions from all the participants in the study.

e To use descriptive research for summarizing and analyzing collected data.
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e To report the results of each question with a larger number of inputs (Foddy, 2001).

Akinade and Tunde (2009) posit that a survey research design gathers data or information
from a relatively large population usually through random sampling and it has the following
advantages:
e [t provides data on attitude and behaviours useful to different researchers.
e It is cheaper than longitudinal study which required no follow-up.
On the other hand, the survey design has the following disadvantages:
e [t cannot establish cause and effects and therefore has no control of the independent
variable.
e Generalization is limited by sample size (population definition) and may require a very
large sample size (especially when looking at rare outcomes or exposures)
To address these weaknesses, the researcher did not manipulate any variable but allowed the

data to speak.

The mixing of the data serves to integrate the results of the two data sets by providing
convergent evidence in the explanation of the social phenomenon being studied (Creswell,
2009). Bryman (2000) argued that combining quantitative and qualitative research provides a

more accurate picture of social reality.

3.3. Population

Amoani, (2005) defines population as the totality of whatever object or measurement the
researcher is investigating. The target population for the study comprised of all students and
teachers of public Senior High Schools in the Agona Municipality. The population was
10,357 students and 542 teachers from 5 public Senior High Schools (Municipal Education

Office Report, 2012). There were 4,982 girls and 5,375 boys constituting 48.1% and 51.9%
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respectively. Out of 542 teachers, 310 were males and 232 females representing 42.8% and
57.2% respectively. The Agona Municipality was chosen for the study because it is relatively
a commercial area, fairly populated with a number of schools. It was therefore hoped the

population would provide the data necessary for drawing valid conclusions.

3.4. Sample and Sampling Technique

Bryman and Bell (2003), refer to samples as the population that is selected for investigation.
All the five (5) public Senior High Schools in the Agona Municipality were selected using the
purposive sampling technique for the study. Purposive sampling is appropriate for selecting
unique cases that are specialized, especially informative or from a difficult-to-reach

population (Neuman, 2006).

The sample size for the study consisted of two hundred and seventy (270) third-year Senior
High School students randomly selected and twenty five (25) teachers interviewed using the
convenient sampling technique. In all, a sample size of two hundred and ninety five (295)
participated in the study. In each of the five schools, fifty four (54) students and five (5)
teachers were involved in the study. According to Seidu (2007), the simple random technique
gives every member in the sampling frame an equal and independent chance of being chosen

for the study.

According to Neuman (2006), a convenience sample is a non-random sample in which the
researcher selects participants that fit into specific criteria and are accessible. This
convenience sampling method was adopted for easy access to participants, which Neuman
describes as a quick sampling method. Convenience sampling is particularly useful for
detecting relationships among different phenomena in terms of accessibility and proximity to

the researcher. The selected schools were:
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1. Swedru School of Business, 2. Nsaba Senior High School

3. Nyakrom Secondary/ Technical School 4. Kwanyako Senior High School and

5. Swedru Senior High School.

In addition, the researcher gave out sheets of papers for those willing to participate in the
study. Students were asked to pick sheets of papers which had “YES” written on them
representing the required number of respondents and “NO” for those excluded from
participating. With the random sampling, those who picked ,,YES®, were selected to constitute

the sample size.

Students from SHS3 were chosen because they had been in school for more than two years
and it was believed they had adjusted to school life and could give more appropriate responses
to the questionnaire. Third year Senior High School students have a comparative urge over
SHS1 & 2 students. The SHS4 were excluded from the study because data collection may
suffer as a result of the shortness of their stay. It was assumed that candidates were busy
preparing for their final examinations and that could have an effect on the retrieval of

questionnaires.

3.5. Instrumentation

Three instruments were used to gather the necessary data from students and teachers. These
were:
1. Test Anxiety Scale (TAS) constructed by Sarason (1978).
2. Author*s self-developed questionnaire which consisted of three (3) scales assessing
factors causing test anxiety, students® attitude toward examination and influence of test
anxiety on performance scale and

3. Semi-structured interview schedule developed by the author.
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3.5.1. Test Anxiety Scale (TAS)

This instrument was constructed and validated by Sarason (1978) and adapted by the
researcher to tap the test anxiety construct in the Ghanaian context. The Test Anxiety Scale
(TAS) is a self-administered 14-item test and students were required to rate their levels of
anxiety on a four-point Likert-type scale. Students were required to complete the
questionnaire in 30 minutes. The first section elicited demographic data of students. The items
1 to 8 measures emotionality aspect of students' anxiety, whiles items 9 to 14 measures worry
aspect of the students™ test anxiety. The questionnaire obtained satisfactory Cronbach alpha of
0.76 for emotionality and 0.81 for worry. The overall reliability coefficient of TAS was 0.80.
Each statement on the TAS is followed by a four-point Likert-type scale ranging from
Strongly Disagree =1, Disagree =2, Agree =3, to Strongly Agree =4. The minimum score on

each of the fourteen questions is one and the maximum score for the whole test is fifty six.

3.5.2. Author®s SelfDeveloped Questionnaire

The author®s self-developed questionnaire was a 21 item questionnaire used to assess the
relationship between test anxiety and academic performance. The instrument consisted of
three sections. The first section consisted of 8-items used to measure factors causing test
anxiety. Participants responded to each item on a 5-point Likert-type scale ranging from Not
at All =1, Slight Extent =2, Moderate Extent =3, Fairly Large Extent =4 and Very Large

Extent =5. The questionnaire obtained satisfactory Cronbach alpha of 0.78.

The second section consisted of 8-items which assessed students™ attitude toward
examination. This instrument was on a four-point Likert-type scale ranging from Strongly
Disagree =1 to Strongly Agree =4. The questionnaire obtained satisfactory Cronbach alpha of

0.72.
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The third part of the instrument measured the relationship between students” test anxiety and
their academic performance. It consisted of 5-items on a four-point Likert-type scale ranging
from Strongly Disagree =1, Disagree =2, Agree =3, and Strongly Agree =4. The questionnaire

obtained satisfactory Cronbach alpha of 0.81.

3.5.3. Semi-Structured Interview Schedule

According to Wragg, 2002 (cited in Kusi, 2012) semi-structured interview is appropriate “as it
allows respondents to express themselves at length, and offers enough shape to prevent
aimless rambling” which afforded the researcher the opportunity to clarify and probe
responses of interviewees to ascertain their feelings, experiences, and coping strategies on test

anxiety (p.47).

The schedule contains five (5) questions used to interview teachers to find out their views on
measures to reduce test anxiety (see Appendix E). Example of items asked were ,,what are the
provoking factors of test anxiety among your students?* and ,what can be done to reduce

students™ test anxiety?*

3.6. Students Academic Performance

The researcher obtained the students™ test scores from their cumulative records. The
researcher used scores of the two terms of the students and summed them to get the average
mark. For example, if a student scored a total of 580 in the first term and 640 for the second
term, the final total for such a student will be (i.e. 580 + 640 = 1220/16 = 76.3). It was divided
by 16 because it was assumed that the students study 8 subjects within a term and in two

terms sums up to 16.
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3.7. Testing Validity and Reliability

The goal of a good research is to have measures that are reliable and valid (Creswell, 2005).
Reliability and wvalidity are the two main psychometric characteristics of measuring

instruments.

According to Ofori and Dampson (2011), reliability refers to the consistency to which a test or
instrument would produce similar measurement, given similar conditions. Another major
concept involved in measurement is validity. It refers to the extent to which a test, scale or
instrument measures what it is intended to measure (Ofori and Dampson, 2011). The validity
of research instruments was strengthened by assessing the questionnaire items during their
construction. Some form of validity (face validity) was established when the questions were
discussed with the supervisor for verification. This was to clear any lack of clarity and
ambiguity. Content validity was established, before going to the field, when the questionnaire

was fully developed.

To ascertain the validity and reliability of the instrument a pilot study was conducted on sixty
(60) students at Swedru School of Business who were not part of the sample. The purpose of
the pilot study was to determine the procedure of data collection. The Cronbach®s coefficient
alpha, a measure of internal consistency, was used in determining the reliability of the
instrument for the main study. Internal consistency reliability denotes the extent to which all
the sub parts of the instrument measure the identified attributes. The results obtained were
entered into the computer and reliability analysis was run. The reliability coefficient attained

from the questionnaire was stated under each instrument.

The semi-structured interview scheduled was also piloted at the same school. Five teachers

were involved in the pilot interview.
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3.8. Data Collection Procedure

Firstly, the researcher obtained an introductory letter from the University (see Appendix I)
introducing him to the sampled schools to gather data for the study. The Agona Municipal

Director of Education was also contacted for permission to collect data from the schools.

Training on test administration was ensured. The questionnaires were given to students in the
selected schools to complete in the classroom after classes whilst teachers were interviewed a
week later. Before administration of Test Anxiety Scale (TAS), the researcher explained the
purpose, what is expected of the respondents and solicited the cooperation of staff. Rapport
was established by assuring them of the confidentiality about their personal information which
would be used for research purpose only and kept confidential. TAS questionnaire was
individually administered to all the research participants to determine their test anxiety level
during the second term examination for 2011/2012 academic year with the assistance of

guidance coordinators in the sampled schools.

Again, the self-developed questionnaire was administered to students during the second term
examination to assess the relationship between students™ test anxiety and their level of

academic performance.

The researcher collected the examination scores of the respondents in English and

Mathematics for the first and second terms of the 2011/2012 academic year.

All the two hundred and seventy questionnaires were duly filed and returned, and

subsequently used for the analysis.
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3.8.1. Interview Data Collection

It was a one-on-one or face-to-face semi-structured interview which involved the use of the
convenient sampling technique. The rationale behind the use of interview as a data collection
tool was to provide access to things that cannot be directly observed, such as feelings,
thoughts, intentions, or beliefs (Merriam, 1998: cited in Ohata, 2005: 140). This was useful

for gathering qualitative data on the subject under investigation.

The interviewees who consented to the invitation participated in the interview. The interview
session with each respondent lasted approximately 25-30 minutes at a location which was free
from distraction. All the interviews were tape- recorded, played back to respondents to ensure
reliability and validity of data. In each of the five (5) schools, five (5) teachers were

individually interviewed within a period of two weeks.

3.9. Data Analysis Procedure

Data were computed and analyzed using the Statistical Package of Social Sciences (SPSS)
version 16.0. The research questions were analysed using frequencies, tables and percentages.
Pearson correlation, linear regression, independent sample t-test, and multiple regression were
used to test the hypotheses. Pearson Correlation analysis was conducted to establish the
strength and directions of the various levels of test anxiety and students™ academic
performance. Linear regression was used to examine the contribution of test anxiety to
students” academic performance. Independent sample t-test was used to determine whether
differences exist between boys and girls as regard the level of test anxiety. Multiple regression
was conducted to predict the contribution of test anxiety and students™ attitude towards

learning.
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3.9.1 Interview Data Analysis

Consistent with Creswell (2005), the researcher audio-taped interview responses and
transcribed them immediately after the interview. The interviews were subjected to a thematic
content analysis, with themes identified and categorized (Neuendorf, 2002). The transcription

involved listening to the conversation repeatedly looking for relevant analytic material.

The initial stage was the organization of data to generate themes. The transcription of
recorded interviews involved listening to each tape repeatedly to be familiar with the
conversation. This was followed by systematic coding of data according to the themes
identified. It presented a detailed description of each of the themes. Finally, to make the

findings authentic, direct quotations of interviewees were included in the report.

3.10. Ethical Considerations

The researcher ensured that any information provided was kept confidential by using it only
for the purpose of this research. Also, the anonymity of the participants was protected by
ensuring that the recorded information, semi-structured interview schedule and the research
findings ensured privacy as well as the security of the participants. Among the significant

issues that were considered included consent, confidentiality and data protection.

In the conduct of the research, the questionnaire was drafted in a very clear and concise
manner to prevent conflicts among respondents. Participants were given ample time to
respond to the questions posed to them to avoid errors and inaccuracies in their answers. The
respondents' cooperation was eagerly sought, and they were assured that the data gathered
from them was treated with the strictest confidentiality. This was done with the hope to

promote trust between the researcher and the respondents.
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CHAPTER FOUR

DATA PRESENTATION AND ANALYSIS

4.1 Introduction

This chapter is devoted to presentation of data collected through questionnaire to students and
interview of teachers. Frequencies, multiple regression, Pearson correlation coefficient tests,
independence sample t-test and linear regression were tools used to analyse the quantitative

data.

Data were analysed in three sections. Section ,,A™ deals with the respondents® demographic
data; section “B” presents the treatment of research questions, while section “C” deals with

the testing of the study hypotheses.

4.2. Section “A” — Demographic characteristics of student respondents

Demographic variables of the students included age, sex, and programme offered. There are

presented in tables and interpreted accordingly.
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Table 4.1: Distribution of Students Respondents by Sex, Age, and Programme the

students offer (N=270)

Variables Frequency Percentage
Sex

Boys 140 51.9
Girls 130 48.1
Age

14-16 96 35.6
17-19 113 41.9
20-22 61 22.6
Programme

Business 28 10.4
Gen. Arts 61 22.6
Gen. Agric 34 12.6
Visual 25 9.3
Home Economics 56 20.7
Science 43 15.9
Technical 23 8.5

Table 4.1 shows the sex distribution of the students. Male students were 140 constituting
51.9% while female students were 130 representing 48.1%. Again, 96 of the student

respondents, representing 35.6 % were between the ages of 14 and 16 years, 113 representing

55



University of Education,Winneba http://ir.uew.edu.gh

41.9% were between 17 and 19 years. Those found between 20 and 22 years were 61,
representing 22.6% of the total number of students.

With regards to programmes offered by students, 28(10.4%) students were offering business,
61(22.6%) were reading General Arts, while 34(12.6%) were offering General Agriculture.
Students offering Visual Arts were 25(9.3%). Those reading Home Economics were 56(20.7),

43(15.9%) were reading Science, while 23(8.5%) were offering Technical courses.
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Table 4.2: Distribution of Teacher Respondents by Sex, Age, Marital Status,

Qualification and Teaching Experience (N=25)

Frequency Percentage
Sex
Male 14 56
Female 11 44
Age
25-30 4 16.0
31-36 5 20.0
37-42 6 24.0
43+ 10 40.0
Marital status
Divorced/Single 8 32
Intact 17 68
Qualification
Diploma 5 20.0
First Degree 13 52.0
Second Degree 7 28.0
Teaching experience (years)
1-10 3 12.0
11- 20 5 20.0
21-30 4 16.0
31-40 6 24.0
41+ 7 28.0

As indicated in table 4.2, 56% of the teachers were males and 44% were females. The

findings revealed that 10(40%) of teachers who participated in the study were above 43 years.
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The ages of 6(24%) ranged between 37 and 42 years, while a small percentage, 16%, fell

within the ages of 25 and 30years.

On their marital statuses 17 teachers, representing 68%, were married, whiles 8 of them
representing 32% were unmarried. With regard to their qualifications, 5 of them representing
20% reported that they were holding Diploma certificates. 13(52%) were first degree holders
while 7 of them representing 28% had obtained their masters degrees. The table further shows
that out of 25 teachers, 3 of them (12%) reported to have had between 1 and 10years teaching
experience. Five, 5(20%) indicated that they had taught between 11 and 20 years. Again, 7 of

them (28%) reported that they had more than 41 years of teaching experience.

4.3. Section B - Treatment of research questions

4.3.1. Research Question One: What is the level of test anxiety among students in Senior

High Schools in the Agona Municipality?

In answering this research question, data gathered by the use of the Test Anxiety Scale (TAS)
was analysed. The level of test anxiety was grouped into low, moderate and high.

For the purposes of this study, respondents who obtained a score of less than thirteen (<13)
were classified as “low”. Those who obtained scores between 13 and 26 were regarded as

“moderate”. A score between 27 and 39 was interpreted as high level of test anxiety.
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Levels of students*test anxiety

Anxiety Levels Number of students Percentage
Low 91 33.7%
Moderate 122 45.2%
High 57 21.1%
Total 270 100%

It is evident from table 4.3 that close to half of the participants (122, 45.2%) were at moderate

test anxiety level, 91 of them, representing 33.7% were at low anxiety level while 57

representing 21.1% were at high test anxiety level.
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Figure 4.1: Levels of students“test anxiety.
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With regards to individual items, Figure 4.1 (see Appendix F) illustrating students™ anxiety
level of each statement. Majority of the students® respondents identified moderate response to
each of the test anxiety item. For example, with respect to item 1, ,,'T worry while I am taking

a test™; out of 270 students, 155 of them representing 57.4% indicated moderate
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level, 79(29.3%) reported high test anxiety level while 36 of them representing 13.3% also

reported low level of test anxiety on that statement.

4.3.2. Research Question Two: What are the provoking factors of test anxiety among

Senior High School students in the Municipality?

This question was designed to determine the factors that provoke students* test anxiety.

Table 4.4 reveals students™ test anxiety levels. The table shows that the factor that had the
highest percentage was problem of study habits and test readiness skills 7(28%), followed by
students® inadequate preparation 6(24%), whiles limited study time and lack of confidence

had the lowest percentage 2(8%).

Table 4.4: Factors causing test anxiety

Statements Responses

VLE FLE ME SE NA M SD I

1.Lack of confidence 80 91 56 31 12 2.07 2.86 FLE

2.Fear of not achieving the best. 96 79 55 26 14 219 278 VLE
3.Inadequate preparation 133 99 38 - - 3.76 198 VLE
4.Family expectation 120 93 46 11 - 3.09 222 VLE
5.Limited study time 128 95 47 - - 327 2.09 VLE
6.Negative feedback from teachers 111 98 52 9 - 2.89 236 VLE

7.Problem of study habits and test

readiness skills 149 106 15 - - 4.08 0.89 VLE
8.0ver-ambitious achievement target 107 102 53 8 - 251 253 VLE
Mean of Means = 2.98 Standard Deviation = 2.62
Source: Field data (2012)
Key to Table
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VLE= Very Large Extent, FLE = Fairly Large Extent, ME = Moderate Extent, SE = Slight

Extent, NA = Not At All. M= Mean, SD= Standard Deviation and I= Interpretations

Based on the table 4.4 indicated that the most affecting factor is stated in question 7 that
showed the highest mean of 4.08 and standard deviation of 0.89. Most of the students agreed
to very large extent and fairly large extent that the problem of study habits and test readiness

skills are the factors causing test anxiety.

Comparatively, the second affecting factor, ,JInadequate preparation comprised a mean of
3.76 and standard deviation of 1.96. On the other hand, the third affecting factor which is
,Limited study time™ had a mean of 3.27 and standard deviation of 2.09. It is followed by
Jamily expectation™ which also recorded a mean of 3.09 and standard deviation of 2.22. The
next affecting factor is ,Negative feedback from teachers™ which comprised a mean of 2.89
and standard deviation of 2.36. The last affecting factor was ,Lack of confidence™ which

indicated lowest mean of 2.07 with standard deviation of 2.86.

4.3.3. Research Question Three: How does test anxiety influence students™ level of

academic achievement?

The data analysis to answer this research question was based on the mean and standard
deviation. The highest value of mean explains the rating factors that influence students™ level

of academic achievement. Their responses were presented in the table 4.5.
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Table 4.5: Influence of test anxiety on students*level of academic achievement

Statements Responses

SA A D sb M SD 1
During exam, I find it difficult organizing 145 59 53 24 3.61 1.36 SA
my thoughts.
During exams, I find it difficult to retrieve 112 87 48 33 2.73 3.16 SA
key information.
I do not feel confident and mentally relaxed 106 68 54 42 2.69 3.21 SA
before a test.
I have difficulty reading and understanding 113 62 46 45 2.74 293 SA
the questions on the exam paper.
I usually score lower on a test thanIdoon 114 76 41 39 276 2.69 SA

assignments.

Mean of Means = 3.1
Source: Field data (2012)

Key to Table

SA= Strongly Agree, A= Agree, D= Disagree, SD= Strongly Disagree, M= Mean, SD=

Standard Deviation and I= Interpretations

Based on the table 4.5, the most affecting factor stated in question 1 shows the highest mean
of 3.61 and standard deviation of 1.36. This shows that majority of the students said ,,During

exam, | find it difficult organizing my thoughts®. The second affecting factor is**“I usually

eee

score lower on a test than I do on assignments

deviation of 2.69. The third affecting factor is ,,l have difficulty reading and understanding the

questions on the exam paper” with the mean of 2.74 and standard deviation of 2.93. This is
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followed by ,,During exams, I find it difficult to retrieve key information® factor consisting a
mean of 2.73 and standard deviation of 3.16. The last affecting factor is ,J do not feel
confident and mentally relaxed before a test™

which comprises a mean of 2.69 and standard deviation of 3.21.

4.3.4. Research Question Four: What can be done to reduce students*test anxiety?

In answering this research question, 25 teachers were interviewed. Their views were analysed
and put into themes. Verbatim explanations have been added to give fuller explanation to

issues that emerged.

On appropriate test-taking strategies 7 (28%) of teachers explained that students need good

testing skills to overcome test anxiety. The following were what a respondent said:

“There are some students, who under normal circumstance understand the material
but on a test, become nervous that they freeze up and are not able to recall the
information. Some may even become physically ill as a result of their nervousness.”

[10/1/12]

Another teacher respondent expressed it this way: “Students develop a "state of mind" that

adversely affects performance in an exam.” [13/1/12]

Another said:

“there are some students who do not perform to their highest potential because of
how worried they are about the test. Test anxiety involves a combination of emotional
and physical factors, stemming from the stress of worrying and dreading one's
performance on an assessment, and can interfere with learning and lower test

performance.” [13/1/12]
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The quotations above seem to suggest that memory difficulty may be a problem at the
retrieval stage rather than the encoding or learning stage. Undoubtedly, worries described by
the students about their inability to recall learnt material were due partly to insufficient
learning. The description of cognitive deficits as occurring primarily as a recall or retrieval
problem is consistent with the cognitive-attentional theory (Srason, 1978; Lowe and Lee;
Eysenck, et al, 2007). Again, ineffective study technique leading to poor academic
performance was supported by Baloglu (2002) who argued that two (interference and deficit)
theories address students™ test anxiety. Another way teachers can deal with test anxiety,
particularly the skills deficit component, is to directly teach study skills and test taking
strategies in the classroom. Creating a learning-focused classroom environment that
incorporates varied assessment would help teachers determine whether students are relating

course materials to contents (Supon, 2004; Conderman and Pedersen, 2010).

Significant study strategies and test taking skills can be beneficial for test anxious students to
increase their confidence in test-taking, improve their performance, and reduce test anxiety.

Test anxiety reduction strategies may be channelled toward mitigating interfering thoughts
before, during and after test, and also installing coping methods that will combat adverse
consequences of negative thoughts. Students can be helped through improving their study and
test taking skills, improving academic self-concept or more individual subject-specific tuition.
This view is supported by Whitaker Sena, Lowe, and Lee (2007) and Holzer, et al (2009) who
argued that test taking skill reduces the debilitating effects of test anxiety. Furthermore,
teachers should teach students to work on easier test items first so they can build their
confidence. Students can improve test performance by learning to budget their time
(Denstaedt, et al 2009; Strichart and Mangrum, 2010). In addition, students should be helped

to learn test-taking strategies for answering specific types of questions, such as multiple-
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choice, matching, true-false, sentence completion, and essay questions (Salend, 2009;
Conderman and Pedersen, 2010; Leininger, et al, 2010). Conderman and Pedersen (2010)
opined the use of mnemonics as a strategy to help students remember and implement series of

test-taking skills.

Another issue which came up during the interview was on objectivity in the scoring process
3(12%) of the teachers complained about scoring subjectivity. The lack of preparation for the
test and inefficient test preparation are other reasons that make the learners anxious. A teacher

explained by saying:

Teachers should inform students of the aim of the test, content, test techniques and
number of the questions before administration. Teachers should give clear
explanations and sample questions for the test items designed in different test
techniques. A trial version of a test can be administered or given to the learners

before it is applied.  [20/1/12]

These are problems confronting students which teachers have to help resolve. In this
direction, instructional supervision and support structures need to be effectively managed. A

good test has a uniform system of administration, scoring and interpreting.

Another theme which emerged was creating a stress-free environment for students to
concentrate on the test. 6(24%) of teachers declared their support for a stress-free and relaxed
atmosphere to overcome test anxiety. Apparently, feeling of panic (affective) and worry
(cognitive) anxieties are common symptom of students test anxiety. Effective time
management was fundamental to mitigating test anxiety. This was the comment from two

respondents:
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Some students complain of huge pile of assignments on them during the
examination period which should have been given earlier. This is coupled with tight
examination timetable. They get confused as to whether to concentrate on the
assignment or on the examination. A number of examinations were timetabled in
short succession (two papers on the same day). Enough breathing space should

be given to allow for adequate revision and rest. [5/2/12]

Students read the questions, write the answer dead quick, rush off to the next one
without thinking deeply about questions or reading the questions properly. Again,
facilities in the school should be improved to afford students places to sit and revise

during examination. [5/2/12]

Teachers contribute to this pressure in several ways by setting deadlines for assessment at
short intervals. This means managing one®s time so that one can accomplish academic work
as well as socialize and have fun. Teachers should encourage students to devote more time to
school work or examination, set realistic goals and manage unwarranted distractions. This
comment is consistent with the concept organization model of test anxiety theory propounded
by Schutz, et al (2002) which claims that emotion regulation influences thoughts and feelings

during examination.

On test validity and adequacy of time, 4(16%) of teachers proposed that teachers should give
valid test that reflect content of course. Teachers should inform students on contents, test
techniques, number of the items included in the test before the administration (Alcala, 2002).
Test, apart from identifying strengths and weaknesses of students, invariably is a valuable tool

for providing adequate information on each student. Another respondent said:

67



University of Education,Winneba http://ir.uew.edu.gh

I do not think some teachers pre-test their questions to determine the time frame,

because the time allotted for the test is woefully inadequate. [11/03/12]

Consequently, stress and pressure were some of the themes which featured prominently in the
interviews. Time pressure was related to the time limits associated with an examination - not
finishing the examination in the allowed time. Therefore, for optimal performance, teachers

should inculcate in their students good studying habits and testing-skills.

On teachers™ attitude and friendly testing environment, 5(20%) of respondents maintained that
negative comments from teachers affected students emotionally. It was established as a fact
that teachers should avoid negative and unrelated comments during test. Putwain (2008)
described this as fear appeals by teachers. Where students complain of teacher intimidation,
negative comments and unfriendly testing, anxiety tends to build up during examination. This

is reflected in a comment from one respondent:

It is very true that teachers’ attitudes can put fear or calmness in students. If the
teacher is insensitive to students’ academic needs, it can paralyze their
performance. Students go to the examination room thinking of how the paper will

be marked instead of concentrating on the examination. [11/2/12]

Teachers should act professionally to create conducive and non-threatening teaching- learning
environment. It is important to appreciate students™ concern in these demanding conditions
which can generate negative consequences on their performance due to pressure on anxiety.
Teachers need to understand the enhancing effects of test anxiety as well as its detrimental

impact on performance.
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Classroom tests offer students the opportunity to gain familiarity with particular types of
question format and to receive feedback on their performance. Mock examinations build the

confidence of students for test conditions.

. Students write class test before the mock examination and there is no pressure
whatsoever on them to get a good mark in that it only gives them the feel of it.
Comparatively when it comes to high-stake examinations (WASSCE) students do

feel tensed because there is pressure on them to perform well. [15/02/12]

One respondent expressed how she would feel reassured if her teacher looked up at her and

smiled. This degree of personal contact creates a relaxed learning environment.

Again, a friendly learning and testing condition raises the issue of scheduling class tests,
assignments and examinations in the teaching-learning interface. Test anxiety makes students
interested in tests and their results but not the contents of the courses. Furthermore, accessible
and user-friendly tests contain clear, complete and good test directions. The language used in
constructing the test items should be devoid of vague terms and irrelevant information to
confuse and frustrate students or be misinterpreted by them (Brookhart and Nitko, 2008;

Elliott et al, 2010).

4.3.4.1 Summary

In conclusion, it may be said that students need good study habits and effective test-taking
skills and strategies (Whitaker Sena et al., 2007). In general, teachers welcomed the
possibility of a greater emphasis on test taking skills to facilitate cognitive resources
(achievement). These strategies can help students stay relaxed, focused, and motivated to
succeed in tests. Again, objectivity in the scoring process emerged as a contributing factor in
reducing test anxiety. It came out that a good test administration has a uniform scoring,
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interpretation and the creation of a friendly learning environment. Accessible and user-
friendly tests contain clear, complete and good test directions for students to understand the
context and conditions associated with test questions. A stress-free and relaxed atmosphere
was identified as another factor in reducing test anxiety. Finally, it emerged from the study
that teachers™ attitude and friendly testing environment create a conducive and non-

threatening teaching-learning environment.

4.4 Section C— Testing of the study hypotheses

Before analyzing the data to answer the research hypotheses, it was deemed appropriate, to
check the normality of the distribution. This was done in order to make sure that the data
collected met the requirement of parametric test (i.e. normality). A normal distribution is a
statistical distribution in which data are represented graphically by a symmetrical bell-shaped
curve (Field, 2005). There are several ways to assess the normality of a distribution (e.g. Q.-Q
plot, scatter plot, linearity, skewness etc). The researcher in this regard, assessed normality of
the data by using the kolmogorov-smirnov test. Table 4:7 below illustrates the normality using

the kolmogorov-smirnov test.
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Table 4.6: Test of normality using kolmogorov-smirnov test

Kolmogorov-Smirnov

Shapiro-Wilk

Statistic df Sig. Statistic ~ df Sig.
Test Anxiety 0.162 255 0.000 0.901 255 0.000
Academic Performance 0.457 255 0.000 0.763 255 0.000
Students Attitude 0.684 255  0.000 0.776 255 0.000
Factors Causing Test Anxiety 0.549 255 0.000 0.652 255 0.000
Influence of test Anxiety on
Academic performance
Questionnaire 0.715 255 0.000 0.703 255 0.000

Lilliefors Significance Correction

The value of the significant column determines the normality effect of the data. According to
Howell (2002), a significant value less or equal to 0.05 is considered good evidence that the
data set is not normally distributed, a significant value of 0.000 indicate a perfect normality.
The SPSS analysis produced two significant results, the first was for the Kolmogorov-
Smirnov test, and the second was the Shapiro-Wilk"s test. The advice from SPSS is to use the
latter test when sample sizes are small (n < 50) (Howell, 2002).Since the sample size for this
study was greater than 50 (n=270 >50), the result from the Kolmogorov-Smirnov column

which gave us a significant value of p = 0.000 was accepted and used. Test of normality using

the Kolmosgorov — Smirnov test (see Appendix G).
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4.4.1 Hypothesis one: There will be significant negative relationship between students*
levels of test anxiety and their academic performance.

In order to test this hypothesis, Pearson Correlation coefficients (two — tailed) were conducted
to establish the relationship between the levels of test anxiety and students academic

performance. The results are presented in table 4.7.

Table 4.7: Correlation between Students® Test Anxiety Level and Academic
Performance

Variable 1 2 3 4
1. Low Test Anxiety 1 - - -
2. Moderate Test Anxiety 0.185** 1 -- -
3. High Test Anxiety 0.212* 0.196** 1 --
4. Academic Performance 0.204%* 0.121%%* -0.312* 1

**_ Correlation is significant at the 0.01 level (2-tailed).
*. Correlation is significant at the 0.05 level (2-tailed).

Table 4.7 showed a positive relationship between low and moderate test anxiety and
academic performance(r = 0.204) and (r = 0.121) with p at 0.01 significance level.

It, however registered a negative correlation between high test anxiety and academic
performance (r = -0.312, p = 0.05). This relationship indicates that as students exhibit high
test anxiety, they tend to perform poorly academically. Interestingly, low and moderate test
anxiety tend to have a positive relationship with their academic performance indicating that

such condition does not have much effects on students achievements in test.

4.4.2 Hypothesis Two: There will be significant effect of test anxiety on students*

academic performance

Linear simple regression analysis was conducted to assess the effect of test anxiety on

students* academic performance. In this analysis, academic performance was treated as the
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dependent variable whereas students test anxiety was treated as independent variable. The

results are shown in table 4.8.

Table 4.8: Forced entry regression of academic performance on test anxiety

Variables b Beta () R R t Sig.
Step 1
Constant 104.32 2413 0.002
Test Anxiety -17.29 -0.158 1.896 0.012
0.184 0.229

ee

In table 4.8, it can be inferred that students test anxiety had significant effect on students
academic performance (beta = - 0.158, t= 1.896 < p < 0.012). This indicates that test anxiety
contributes negatively to academic performance. The model also predicted that for every unit

increase in test anxiety, academic performance decreases by 17.29 units.

It can be noted that, the contribution of test anxiety in students™ academic performance was
22.9 % (i.e., R*=0.229). That is to say the amount of variation in the academic performance
scores that was explained by the independent variable (test anxiety) was 22.9%. Thus, the

study hypothesis was supported.

In general, the model predicts students™ academic performance in the equation that emerges

from the model. The equation of a simple linear regression is:

Y =a + blxl, where Y is the value of the dependent variable (what is being predicted), a =

constant, and b1l = slope (beta coefficient) for x1, where x1 is the independent variable (test
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anxiety). Thus if a student test anxiety level is 3.6 that student™s academic performance will

be: Academic Performance = 104.32 + (-17.29) (3.6) = 104.32 — 62.24 = 42.1

4.4.3 Hypothesis Three: There will be significant difference in the level of test anxiety

between male and female students.

To test this hypothesis, an independent samples t-test was conducted to compare their means.
The test was meant to examine the mean difference in academic performance of males and

females.

Table 4.9: Independent sample t-test of test anxiety levels of male and female students

Variable M SD N df t Sig.
Male 4.13 1.54 135 268 6.317 0.000
Female 2.49 0.87 135

The results in table 4.9 indicate that there was significant difference in academic performance
of male (M =4.33, SD =1.54) and female (M = 2.49, SD = 0.87), t = 6.317, df = 268, p =
0.000. These analyses provide evidence that female students were indeed more affected

academically than males as far as their test anxiety levels are concerned.

The independence sample t-test identified significance difference, but did not recognize where
the differences lay with regard to students” test anxiety levels. A closer examination of table
4.10 indicates that a large number of male students exhibited moderate levels of test anxiety

(59, 43.7%), while a greater number of female students reported high levels of test anxiety
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(86, 63.7%). This substantial difference in the levels of test anxiety is also observed between

male and female students.

Table 4.10: Test Anxiety levels of students (male and female categories)

Males* % Females®“ % Total %
Low Test Anxiety 21 15.6 12 8.9 33 12.2
Moderate Test Anxiety 59 43.7 37 27.4 96 35.6
High Test Anxiety 55 40.7 86 63.7 141 52.2
Total 135 100 135 100 270 100

4.4.4 Hypothesis Four: There will be significant difference between the performance of

male test anxious and female test anxious students.

To test this hypothesis, an independent sample t-test was conducted to compare their means.

The test was meant to identify whether the mean for the academic performance of male test

anxious and female test anxious students differ or not.

Table 4.11: Independent sample t-test of academic performance of test anxious male and

female students

N df t Sig.

Variable M SD
Male Test Anxious Students 2.93 0.78
Female Test Anxious Students 4.03 1.73

55 139 -5.189  0.000

86
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The results in table 4.11 indicate that there was significant difference between the
performance of male test anxious students (M =2.93, SD =0.78) and female test anxious
students (M = 4.03, SD = 1.73), t = - 5.189, df = 139, p = 0.000. This provides evidence that
female test anxious students are much more affected than males as far as their academic

performance is concerned.

4.4.5. Hypothesis Five: Test anxiety and students attitude towards learning will

significantly contribute to students*academic performance

ee

Multiple regression was conducted to determine the contribution of test anxiety and students
attitude towards learning. The results showed that both variables significantly predicted
students® academic performance, t = 3.218, and p= 0.000. The beta weight of the predictor
(attitude) suggests that test anxiety contributes much more to predicting students™ academic
performance. The adjusted R Square value was 0.319. This indicates that 31.9% of the
variance in students® academic performance was explained by the model. According to Cohen

(1988), this is a moderate effect.

In multiple regression, the model takes the form of equation that contains coefficient (b) for
each predictor. This b- value indicates individual contribution of each predictor to the model.
The b - value tells us the relationship between the outcome (students academic performance)
and each predictor. If the value is positive it indicates that there is a positive relationship
between the predictor and outcome, whereas a negative coefficient represents a negative
relationship. According to table 4.12, all the b -values of the predictors were negative,
meaning that as test anxiety ¢ and students™ attitude increase, their academic performance

decrease.
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The Standardized regression coefficient (beta) gives a measure of the contribution of each
variable to the model and also illustrates test anxiety (beta = 0.182, t = 2.623, p = 0.004), and
students attitude (beta = 0.126, t= 1.489, p = 0.014). The large value of beta indicates that a
unit change in this predictor variable has a large effect on the criterion variable. In this study,
it appears that test anxiety explained the bulk of the variance in students” poor academic
performance than their attitude to test The t- value and significant values give a rough
indication of the impact of each predictor variable — a large absolute t-value and small p-value
suggest that a predictor variable is having a large impact on the criterion variable. The t-
values also show significant, at 0.05 levels, meaning that both (test anxiety and students

attitude to test) significantly predict students™ academic performance.

Table 4.12: Forced entry regression of test anxiety and students attitude toward

examination on students academic performance

Variables b Beta (f) R R? t Sig (t)
Step 1
Constant 22.09 3218  0.000
Test Anxiety -13.02  0.182 2.623  0.004
Students Attitudes  -9.08  0.126 1.489  0.014
0221 0319

Note. b=Regression coefficient, Beta= Standardized regression coefficient, R =Multiple

Correlation Coefficient, R* = Adjusted R Square.

In general, the model predicts the academic performance in the equation that emerges from

the model. The equation of a simple linear regression is:
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Y = a + blxl + b2x2, where Y is the value of the dependent variable (what is being
predicted), a = constant, and bl = slope (beta coefficient) for x1, where x1 is the first
independent variable (test anxiety), b2 = slope (beta coefficient) for x2, where x2 is the
second independent variable (students™ attitude). Thus if a student™s test anxiety is 2.8, and
attitude is 2.1, that student™s academic performance will be:

Academic Performance (Y) =22.09 + (13.02)(2.8) +(9.08)(2.1)

=22.09+36.5+ 19.1=77.7
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CHAPTER FIVE

DISCUSSION OF FINDINGS

5.1. Introduction

This chapter focuses on discussion of the findings in relation to the research questions and

hypotheses.

5.2. Research Question One: What is the level of test anxiety among students in Senior

High Schools in the Agona Municipality?

As revealed by the results of this study, moderate level of test anxiety does exist among the
third year Senior High School students who participated in this study. Moderate amounts of
anxiety can facilitate performance. Again, moderate test anxious students endorsed feeling of
confidence during the examination indicates that, students with moderate levels of test anxiety
performed better. This study is consistent with Cassady and Johnson (2002), Vogel and
Collins (2002) and Chapell et al (2005) who present evidence that moderate, but not low or
high, level of anxiety are related to higher examination performance. According to
(Abolghasemi cited in Eizadifard and Sepasi Ashtiani, 2010), moderate and effective anxiety

motivate an individual to make appropriate and timely effort to achieve a goal in life.

Other studies, however, have failed to support these findings (Sarason, 1984; Hembree, 1988;
Hong, 1999; Ollendick and Prins, 2000). Research has shown that moderate and high test
anxious students suffer from lower self-worth or self-esteem and higher generalized anxiety
(Hembree, 1998). Similarly, (Tang, 2005) found that students who have moderate to high
anxiety showed less academic achievement than those who have low test anxiety. A situation
whereby the level of students™ test anxiety was at the moderate level does not augur well for

effective academic performance. This finding was in consonance with the findings made in
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previous studies (Horwitz and Young, 1991). This is evident by the number of students who
experience anxiety and distress in their classes. It can therefore be concluded that test anxiety
has a significant moderate negative correlation with the achievement of the students in this

study.

5.3. Research Question Two: What are the provoking factors of test anxiety among

Senior High School students in the Municipality?

Increased test anxiety levels among Senior High School students in the study can be attributed
to a variety of factors. One common contributing factor identified in this study was the
problem of study habits and test readiness skills. This result is in agreement with the
conclusions made by researchers who put it more forcefully, asserting that poor study skills
and habits contribute to students™ poor performances under evaluative conditions (Hembree,

1988; Sharma, 2002; Supon, 2004; Casbarro, 2005; Cizek and Burg, 2006)

Again, the problem of study habits and test readiness skills support the study skills deficit
model which postulates that test anxiety lies not in test taking but preparing for the test
(Tobia, 1990; Klejin, et al, 1994). Some of the factors that cause test anxiety are related to
lack of preparation for the tests, fear of negative evaluation, bad experiences on previous tests,
time limitation and pressure, the number of items included in the test and the difficulty of
course content.

These results are in line with Culler and Holahan (1980), Naveh-Benjamin, et al (1987) and
Birenbaum (2007) who revealed that students have difficulties in organizing and retrieving
information during examination or are unable to integrate content material. Not being able to

learn may create a sense of anxiety, and ultimate dislike for examination.

80



University of Education,Winneba http://ir.uew.edu.gh

5.4. Research Question Three: How does test anxiety influence students® level of

academic achievement?

Data revealed that when students™ attitude was controlled, test anxiety still contributed
negatively to their academic performance. This finding is consistent with studies by
researchers who revealed that test anxiety negatively correlated with academic performance
(Cassady and Johnson, 2002; Abu- Rabia, 2004; Jing, 2007; Zoller Ben-Chain, 2007; Kassim,
et al 2008; Putwain, 2008; Rezazadeh and Tavakoli, 2009; Putwain and Daniels, 2010). As
postulated by Sarason (1975) interference model, students reported difficulties with
concentration, distractibility and mental blocks, despite hours of exam preparation, which may
be characterized with differential impact of worry and emotionality factors of test anxiety on
performance (Hembree, 1988; Taylor and Quagraine, 1999; Cassady and Johnson, 2002; Part-
Stamm, Gollwitzer and Oettingen, 2010). In addition to its negative effect on performance,

test anxiety has implications for students* social and emotional functioning as well.

Researchers have argued that test anxiety correlate negatively with academic performance.
Underlying mechanisms may be the detrimental effects of anxiety on achievements generating
from cognitive, emotional and physical implications. Educational antecedents are high

achievement expectancies and pressure for achievement by parents and teachers.

Wilson (2006) and Sila (2010) state that in extreme cases, students may think of cutting
classes to avoid anxiety situations, causing them to be left behind. Therefore, it is important
for teachers to understand the enhancing effect of test anxiety and its detrimental impact on
performance. Consequently, how to reduce students™ test anxiety becomes an important issue
for teachers, counsellors and stakeholders in education. Given the fact that test anxiety can
have detrimental influence on learning, it is extremely important that counsellors and teachers

recognize that test anxiety has a debilitating effect on students™ achievement test performance.
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In this direction, it is important for counsellors and teachers to better intervene in cases where

test anxiety is interfering with students academic performance.

5.5. Research Question Four: What can be done to reduce students* test anxiety?

To reduce students* test anxiety is important for teachers and counsellors. The answers to this
question show that the teacher plays a pivotal role in reducing students™ test anxiety.

In the first place, some of the factors that cause test anxiety are related to inappropriate test
preparation, time limitation and negative comments giving rise to physical and psychological
problems. It affects motivation, concentration, and increases errors during examination,
creating problems of recalling material previously learned or recall prior learning. It is
important for counsellors and teachers to acknowledge the existence of test anxiety and take
initiatives for its effective reduction. However, considering the fact that much research
indicate that adequate anxiety levels play a positive facilitative role in learning, therefore an
optimal amount of anxiety is tolerable among students. This can be achieved by helping the
students with effective techniques in preparing for examinations. Secondly, creating a stress
free environment or a friendly classroom atmosphere allows students to concentrate on the
test rather than being distracted by the test anxiety. They can also attempt to reduce anxiety by
openly discussing its nature (Price, 1991).

Thirdly, teachers should avoid negative comments during tests and should not frequently
remind them of time left. In addition students should be given enough time to complete the
test. They should avoid negative and unrelated comments during tests, give valid tests and
enough time to answer questions (Putwain, 2008; Nonis and Hudson, 2010). Price (1991)
suggests that teachers could reduce students' anxiety by encouraging them to make mistakes
in the class. Price further argues that instructional guidance should be clear to facilitate
understanding.
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The strategies which can be contextually relevant and useful for teachers can be; task
orientation and preparation, positive thinking, seeking social support, avoidance, relaxation
training, guided imagery, self-instructional training, establishing purpose, affirmation,
modalities, positive anchors, mental simulations, use of humour, preparation and study skills

training.

5.6. Hypothesis one: There will be significant negative relationship between students*

levels of test anxiety and their academic performance.

The results of this study show that test anxiety has a significant moderate negative correlation
with the achievement of the students in this study. Therefore, it can be said that anxiety plays
a debilitative role in learning. Horwitz et al. (1986) also found a significant negative
correlation between moderate test anxiety scores and students' final examination grades and
attributed students™ performance to the parental expectations. They further reported that
highly test-anxious students sometimes attribute learning acquisition difficulties to low

intelligence.

Many researchers found that a moderate relationship between test anxiety and academic
achievement (e.g. Cassady, 2004; Cassady, etal, 2004; Chapell, et al, 2005; Kassim, et al,
2008; Putwain 2008b). Campbell and Ortiz (1991) investigated test anxiety among university
students to be ,alarming™ and estimated that up to half of all students experience debilitating
effects of test anxiety. Again, debilitating anxiety causes learners to assume an avoidance
attitude and therefore escape from the learning task. High levels of anxiety can discourage
students from participating in classroom activities or studying at home, and may even cause
them to lose their self-confidence and motivation in learning. All these negative factors can

influence their efforts to learn and can cause them to perform poorly under evaluative
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conditions. Cassady and Johnson (2002) and Jing (2007) are among researchers who

confirmed that test anxiety is negatively correlated with academic performance.

ee

5.7. Hypothesis Two: There will be significant effect of test anxiety on students

academic performance

Simple linear regression was used to test this hypothesis and it was found that test anxiety
contribute negatively to students academic performance meaning that as students™ test anxiety
increases, their academic performance decline. This revelation supports Johnson“s (1997)
findings that as students experience test anxiety, their academic performance decline that lead
to school dropout. Furthermore, significant negative relationship was found between test
anxiety and academic performance which might have contributed to students lower grades.
These findings are consistent with the earlier research findings of Zoller and Ben-Chain
(2007) and Kassim, Hanafi and Hancock (2008). Sarason (1984) argues that test anxiety is a
major devastating factor for all academic performance from the elementary level to the
university level. This view is also supported by the findings of Mohammed and Mathieu
(2004) and Cassady (2004) which suggest that test anxiety is one of the variables that are most

commonly related to poor performance among students.

Denscome (2000) and Putwain (2007) also claimed that test anxiety leads to consequences or
thoughts of failing; low self esteem and fear appeals by teachers are feelings of unworthiness
and depression which have an adverse effect on academic achievement. Therefore, there is the
need to overcome these negative sentiments like ego-weakness, guilt proneness, frustration
and tension among students. Again, test anxiety could have debilitating effects on

achievements generating cognitive, emotional and physiological implications
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5.8. Hypothesis Three: There will be significant difference in the level of test anxiety

between male and female students.

The results of this study indicate that there is a significance difference between the academic
performance of students (boys and girls) and their test anxiety. The findings indicated that
while boys experienced moderate level of test anxiety; girls experienced high level of test
anxiety. The result is consistent with earlier findings that showed that females reported higher
test anxiety levels as compared to males (Keeves, 1985; Hambree 1998; Cssady and Johnson,
2002; Chapell et al., 2005; Egbochuku and Obodo, 2005; Kayapinar, 2007; Soffer, 2008;
Rezazadeh and Tavakoli, 2009). The findings are also supported by a study of Cizek and Burg
(2006) and Wren and Benson (2004), which showed that female have higher test anxiety
levels compared to males. However, it contradicted with the findings of Yenilmez and Ozbey
(2006) who found no significant difference in the anxiety levels in terms of gender variable.
These findings demonstrated that females reported higher levels of test anxiety merely due to
heightened levels of emotionality experienced by females. Females tend to express their
emotions more than males and more often perceive situations as threatening. The results are
consistent with the interference, deficit, concept organization and cognitive appraisal models

of test anxiety (Schutz et al, 2002; Cassady, 2004; Birenbaum, 2007).

Differences in psychological characteristics between girls and boys may be related to socio-
cultural factors. This may be because admitting a fearful state by girls is more acceptable than
by boys (Harris, 1983) due to the fact that girls reported fears more frequently. This fear may
equally increase anxiety in both male and female students.This could be explained by the fact
that everybody fears examination despite their gender and that everyone would like to do

well. This fear may equally increase anxiety in both male and female students. Students who
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are not adequately prepared for a test and care about doing well are likely to experience test

anxiety. This can apply to both boys and girls.

Consequently, the female students often tend to experience higher level of test anxiety
compared to males; probably because of feelings of insecurity and threat to their self-esteem

posed by the examinations and evaluation for achievement of higher laurels.

Soffer, (2008) emphasized that students who are not adequately prepared for a test and care
about doing well are likely to experience high test anxiety. No wonder that, the study revealed
significant negative relationship between high test anxiety and academic performance. This
finding is supported by previous studies which have shown that high test anxiety affects
academic performance ( Convington and Omelich, 1987; Hembree, 1988; Taylor and
Quaigraine, 1999; Hagtvet and Sipos, 2004; Chapell et al., 2005; Rezazadeh and Tavakoli,

2009).

Linear regression showed that excessive anxiety has a detrimental effect on individual®s
performance. The results led to the conclusion that academic performance to a large extent

depends on test anxiety.

5.9. Hypothesis Four: There will be significant difference between the performance of

male test anxious and female test anxious students.

Independent sample t-test revealed that female test anxious students were indeed more
affected compared to male test anxious students. The results of the study are in conformity
with the results obtained by Bharati (1993) who reported that boys view their performance as
being informative about their abilities and thus excel in their studies than girls. Results of the
study conducted by Vijayalaxmi and Natesan (1992) and Pomernatz et al. (2002) reported that
boys had a higher mean academic achievement than girls.
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This finding was in agreement with previous studies conducted by Roberts (1991), Putwain
(2008) and Bodas, et al (2008) who found out that, girls easily show their emotions publicly
whiles boys hold back their emotions. Cassady and Johnson (2002) explained that boys and
girls feel the same level of cognitive test anxiety, but girls have higher levels of emotionality
while Yenilmez and Ozbey (2006) found no differences between male test anxious and female
test anxious students. This may be due to the fact that boys are hereditarily prone to mature
early. Therefore they develop the tendency of high exploration and commitment in the day to
day activities and they are less prone to conflicting situations and ideas. As a result boys are
less prone to the development of anxiety.

Contrarily, Vijayalaxmi and Natesan (1992) observed that girls were lower than boys in
relation to their lack of self sentiment development, ego-weakness, guilt proneness, frustration

and tension which are related to anxiety.

According to Sarason, Sarason and Pierce (1996), anxious students often encounter cognitive
interference especially when a given situation is seen as difficult, challenging and threatening.
Undoubtedly, it is the cognitive dimension that mostly ignites the physiological and emotional

reaction.

5.10 Hypothesis Five: Test anxiety and students attitude towards learning will

significantly contribute to students“low academic performance

€

Multiple regression showed that test anxiety has a detrimental effect on individual®s
performance than the students™ attitude in examination (Sarason, 1995). The results led to the
conclusion that students academic performance to a large extent depend on test anxiety.
Putwain (2007) made a similar study consistent with the conclusion that worry, emotionality,

gender, and socio-economic background were significant predictors of test anxiety.
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Sarason (1995) further pointed out that test anxiety made students feel less confident, more
anxious and more worried. Vijayalaxmi and Natesan (1992) on the other hand, argue that test
anxiety decreases at higher grades and students who have higher scores are less anxious than
those with lower scores. They further emphasized that test anxiety leads to low level

proficiency of the learners and fear of negative evaluation and bad experiences on tests.

88



University of Education,Winneba http://ir.uew.edu.gh

CHAPTER SIX

SUMMARY, CONCLUSIONS AND RECOMMENDATIONS

6.1. Introduction

The current study attempted to examine the effects of test anxiety on academic achievement
of third year Senior High School students in the Agona Municipality using both quantitative
and qualitative measures. This chapter presents the summary of the study and conclusions
drawn from the results. It provides recommendations based on the present findings, addresses
the implications for school counselling, suggestions for further studies and ends by addressing

the study limitations.

6.2. Summary of findings

The following were the findings of the study:

e The findings indicated a moderate level of students* test anxiety.

e Both teachers and students have similar line of perception that, poor study habit is a
factor causing students™ test anxiety.

e Test anxiety contributes negatively to academic performance.

e Male students*™ exhibit moderate level of test anxiety whiles greater number of female
students® exhibit high test anxiety.

e Female test anxious students reported significant higher test anxiety levels as
compared to male students.

e Test anxiety contributes negatively to academic performance when students™ attitude is

controlled.
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Conclusions

On the basis of the findings of the study the following conclusions can be drawn:

6.4

Students experience high test anxiety before they write their examinations and it is
detrimental to their academic performance.

Test anxiety may not be one of the factors that contribute significantly to poor
academic performance.

Students who exhibit low test anxiety perform better.

Anxiety coping strategies are not appropriately used to minimize test anxiety among
students. If appropriately used, these strategies can greatly reduce test anxiety among
students.

Test anxiety affects both boys and girls therefore; anxiety reduction strategies should
target both sexes.

Helping students with effective techniques in preparing for examinations serve as a
good strategy in reducing the factors that contribute to test anxiety among students.
There is a significant negative relationship between test anxiety level and academic
performance among students generating cognitive, emotional and physiological
implications.

Recommendations

Based on the findings and conclusions, the following recommendations were made.

The Ghana Education Service should strengthen guidance and counselling in Ghanaian

schools. Every school should have a functional counselling centre fully staffed by qualified

counsellors with a view to adequately address various psycho-social problems.

90



University of Education,Winneba http://ir.uew.edu.gh

Moreover, the Guidance and Counselling Unit of the Ghana Education Service should mount
regular workshops for teachers to develop specific anxiety reduction techniques such as
relaxation therapy, systematic desensitization, visualization, thought stopping and deep

breathing exercises that best suit their students.

Also, school authorities should make an effort to organize regular counselling workshops for
students to boost their confidence and motivation. In these workshops students can be
educated to set realistic goals to reduce stress related anxiety through self-monitoring in the
use of time, proper scheduling of task-goals and the development of self-assertion to manage

unwarranted distractions.

As evidenced in the study that test anxiety contributes negatively to academic performance,
teachers should create an environment that is relaxed and stress free for students to
concentrate on the test rather than being distracted by interfering thoughts which prevent them
from tackling examination appropriately. Teachers, should also adopt problem solving
methods in teaching to encourage test-anxious students apply their cognitive and meta-

cognitive strategies to solve problems.

Teachers should also instill coping strategies in students to combat adverse consequences of
interfering thoughts. To offset this imbalance, comprehensive orientation programme for fresh

students on study skills acquisition, friendly learning and testing environment.

6.4.1 Author"s proposal on strategies to reducing test anxiety among students has been

presented in (see Appendix H) page 150 of the work.
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6.5 Implications for School Counsellors

The findings and discussion is a pointer to the fact that students need direction, support and
guidance to be able to overcome the disabling effects of test anxiety. Test anxiety is seen as a
silent construct easily overlooked by teachers and parents. It is important to understand the
causes, correlates, and outcomes of test anxiety, especially during an era of education policy

when decisions are often based upon students® performance on standardized tests.

Students whose performance is decreased because of test anxiety may not be properly
identified in the school setting. Educational antecedents are high achievement expectancies
and pressure for achievement by parents and teachers, competition within classrooms,

negative achievement feedback, and punishment after failure.

Again, the findings have implications for helping professionals and academia in addressing
test anxiety among students so that timely and effective counselling and therapeutic
interventions could be introduced in schools, colleges and universities. This makes screening
for test anxiety relevant for counsellors to better intervene in cases where test anxiety is

interfering with students* academic performance.

Additionally, test anxious students are highly likely to be experiencing other more generalized
symptoms of anxiety and depression. (Hembree, 1988; Turner, et al 1993; Weems et al.,
2010). Some academic under achievements are best handled through psychological therapy.

Psychological tests are therefore needed to make the therapy potent and result oriented.

Early identification of highly test-anxious students is difficult, as test responses may not
manifest until high stakes examinations (such as WASSCE). Also, managing anxiety is a
challenging task that requires team effort of teachers, counsellors and parents to be actively

involved in reducing test anxiety.
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Finally, test taking which often throws students off their emotional balance indicates that they
see it as an opportunity to prove their capability and self-worth. Anxiety-reduction techniques
alone hardly ever resolve the problems of anxiety and consequential improvement of
academic performance. It needs to be effectively combined with the acquisition and

internalization of effective study skills and test-taking skills.

6.6 Suggestion(s) for Further Research

Further research is suggested to deal with family process risk factors that impact on test
anxiety as well as research that would lead to improving test anxiety interventions between
comparison groups.

6.7  Limitations of the Study

Several factors limited the study. The sample size was adequate for the study, but it could
provide a richer view of students, if expanded to a study of students across all grade level
(SH1 — SH4). Replication with larger sample is required for future directions. The study was
limited to third year students which cannot be the benchmark for the generalization of the
results.

In the study, the views of headmasters, counsellors and parents were not sought. It is believed
that if their views were sought, it would have added more inputs to the results. Again, students
who fail in examination were not added. If they were targeted, it would have enriched the
existing findings. In retrospect, it would have been useful to have the participants to complete

a post-examination questionnaire inquiring about students™ examination experience.

The study was limited to five public schools and subject variables. As an insider researcher,
time constraint posed much challenge to widen the scope of the study. Notwithstanding, these

limitations did not negate the research and its findings.
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APPENDIX “A”

TEST ANXIETY SCALE QUESTIONNAIRE FOR STUDENTS

SECTION A

STUDENTS BACKGROUND INFORMATION

Direction: Here are some items regarding your background information. Kindly provide

the information as requested.

1. Age. 14-16[ 1. 17-19] 1. 2022 1.

2. Sex: Male [ ]. Female [ ].

3. Programme. Business [ ]

Gen. Arts [ ]

Gen. Agric [ ]

Visual Art [ ]

Home Economics [ ]

Science [ ]

Technical [ ]
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SECTION B - TEST ANXIETY SCALE (SARASON, 1978)

Directions: Please tick {\} the cell that indicates your true rating from always (5) to never

(1)

Statements Strongly | Disagree | Agree | Strongly
disagree | 2 3 agree
1 4

1. I worry while I am taking a test.

2. While taking a test, | am thinking

that other students are better than I

3. When I know that I will take a
test, I do not feel confident and

relaxed.

4. 1 feel worried when 1 learned that

I would take a test.

5. I cannot feel confident even if |

have good grades.

6 After the test, I feel I would do

better.

7. During the test, my emotions

affect my performance negatively

8. During the test, I forget what I

know.

9. I feel worried when I study for a

test.

10. T feel pressured by time limits

during test.

11. T would learn more if I should

not have tests.
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12. Tests affect my performance

negatively.

13. I worry even when I am prepared

well

14. I worry when I am not prepared

well.
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APPENDIX “B”

FACTORS CAUSING TEST ANXIETY

Directions: Please tick {\} the cell that indicates your true rating from Very Large Extent,

to Not at all true.

Statement

Very large

extent

Fairly large

extent

Moderate

extent

Slight

extent

Not at

all

1. Lack of confidence.

2. Fear of not achieving the best.

3. Inadequate preparation.

4. Family expectation.

5.Limited study time

6. Negative feedback from

teachers.

7. Problem of study habits and

test readiness skills.

8. Over-ambitious achievement

target.
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APPENDIX “C”
STUDENTS ATTITUDE TOWARD EXAMINATION QUESTIONNAIRE
The following statements relate to your reaction to test anxiety from an individual standpoint.

Directions: Please tick { \ } the cell that indicates your true rating from strongly agree, to

strongly disagree.

Strongly | Agree | Disagree | Strongly

agree disagree
Statement 3 2

1. Students worry about how hard the test is.

2. Students bring prepared answers into the

examination hall.

3.Students get nervous writing mathematics and

English exam

4. Students refuse to stop writing at the end of the

examination.

5. Students get depressed after taking a test.

6. Students idle until it is close to examinations

time.

7. Students do not submit scripts at the end of an

examination.

8. Students copy from one another or exchange

questions.
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APPENDIX “D”

INFLUENCE OF TEST ANXIETY ON ACADEMIC PERFORMANCE

QUESTIONNAIRE

Directions: Please tick { V } the cell that indicates your true rating from strongly agree, to

strongly disagree.
Strongly | Agree | Disagree | Strongly
Statement agree 3 5 disagree
4 1

1 During exam, I find it difficult organizing my

thoughts.

2. During exams, I find it difficult to retrieve key

information.

3. I do not feel confident and mentally relax

before a test.

4. I have difficulty reading and understanding the

questions on the exam paper.

5. 1 usually score lower on a test than I do on

assignments.
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APPENDIX “E”

TEACHERS INTERVIEW GUIDE

SECTION A - TEACHERS BACKGROUND INFORMATION

Direction: Here are some items regarding your background information. Kindly provide

the information as requested.

1. Age.20-30[ ].31-40[ ].41-50[ ]51+[ ]

2. Gender: Male [ ]. Female[ ].

3. Marital status. Single [ ].Intact|[ ] Divorce [ ]

4. Qualification. Diploma [ ]. First Degree [ ]. Second Degree [ ]

5. Number of years taught. 1-15 years [ ] 6 —10years [ ] 11-15years[ ] 16 —20years [ ]

2lyears+ [ ]

SECTION B - TEACHERS INTERVIEW GUIDE

1. Do you notice test anxiety among your students during term examination?

2. Do you observe any differences between boys and girls behaviour during examination?

3. What would you say about your observations of students* test anxiety and their academic

achievement?

4. What are the provoking factors of test anxiety among your students?

5. What can be done to reduce students™ test anxiety?
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APPENDIX “F”

LEVELS OF STUDENTS* TEST ANXIETY

Variables N High (%) Moderate % Low %

1. I worry while I am taking a test. 270 79 293 155 574 36 133
2. While taking a test, I am thinking

that other students are better than I am. 270 101 374 99 36.7 70 2509
3.When I know that I will take a test, I

do not feel confident and relaxed. 270 73 27.0 166 61.5 31 11.5
4.1 feel worried when I learned that I

would take a test. 270 171 633 77 285 22 82
5.1 cannot feel confident even if I have

good grades. 270 103 38.1 99 36.7 68 25.1
6.After the test, I feel I would do better. 270 176 652 71 263 23 8.5

7.During the test, my emotions affect my

performance negatively. 270 103 38.1 119 441 48 17.8
8.During the test, I forget what I know. 270 97 359 111 41.1 62 23.0
9.1 feel worried when I study for a test. 270 32 11.9 208 77.0 30 11.1

10.I feel pressured by time limits during test. 270 117 43.3 102 37.8 51 189
11.I would learn more if I should not have 270 68 252 187 693 15 5.5
test

12.Tests affect my performance negatively. 270 51 189 191 70.7 28 10.4
13.1 worry even when I am prepared well. 270 86 31.9 132 489 52 192

14.1 worry when I am not prepared well. 270 43 159 201 745 26 9.6
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APPENDIX “G”
Figure G1.

Test of normality using the Q-Q Plot

Figure G2: Q —Q Plot showing the normality of data collected on factors causing test

anxiety.
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APPENDIX G

Figure G2

Figure G2: Q-Q Plot showing the normality of data collected on test anxiety.
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APPENDIX G3

Figure G3

Figure G3: Q-Q Plot showing the normality of data collected on academic performance.
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APPENDIX G

Figure G4

Figure G4: Q-Q Plot showing the normality of data collected on factors influencing test

anxiety.
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APPENDIX G

Figure 5

Figure G5: Q-Q Plot showing the normality of data collected on students™ attitude

toward test.
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APPENDIX ,H*

AUTHOR'S PROPOSAL ON STRATEGIES TO REDUCING TEST ANXIETY

H1. Recommendations for Students

Preparing for Tests
1. Maintain good study habits:
e Plan a revision time table and follow it religiously.
e Develop mnemonics device to help recall.
e Set clear specific targets and establish priorities.
e Practice examination papers in the prescribed times.
e Revise, read through summaries and practice recall.

e Practice relaxation.

During Tests

e Read and pay careful attention to all instructions.

e Read each passage and accompanying questions.

e Allocate time in examinations.

e Read and respond to items one at a time rather than thinking about the whole test.
e Write succinctly, legibly and to the point.

e Skip difficult questions until all other questions have been answered.

e Keep a good attitude. Think positively!

137



University of Education,Winneba http://ir.uew.edu.gh

After Tests

Congratulate yourself on identified areas of strength.
Identify areas of weakness which you will want to improve for a better performance

next time.

Student Strategies for Reducing Test Anxiety

H.2.

Share your feelings of anxiety with parents and teachers.

Think of the test as an opportunity to show what you know.

Review homework and materials which pertain to the test topics.

Relax, breathe deeply and stay focused on the test.

Remember the test is only one way one“s academic performance is measured.

Develop test-taking strategies such as organizational skills and study guides.

Avoid anxiety provoking areas and stop discussing examination questions when you

have another one to write in a short interval.

Recommendations for Teachers

Before Test Administration

Notify students of the test dates in advance.
Create an uncluttered testing environment.

Use a variety of test formats.

Encourage all students to be present on test dates.

Set clear and unambiguous questions for students.
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During Test Administration

Expect every student to read all test content material without assistance unless
otherwise noted in the Test Administration Manual.

Do not read the test, unless specially instructed to do so.

Monitor to ensure that students begin marking answers in the proper area of the
answer sheet.

Anticipate and eliminate test disruptions.

Make sure students work independently.

After Test Administration

* Collect and account for all test materials.

* Ensure that students™ demographic information on the answer documents is written

accurately.

* Analyze test reports for instructional strengths and weaknesses.

* Develop a plan to modify instructional strategies to address any identified test

weaknesses.

Teacher Strategies for Reducing Test Anxiety

Discuss the purpose of the test and how it can help students progress academically.
Have realistic expectations of students' performance while encouraging students to do
their best.

Modify tasks such as breaking them into smaller units.

Be careful not to over emphasize the importance of the test.
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H.3. Recommendations for Parents

Preparing for Testing

e Often, reasoning is not effective in reducing anxiety, so do not criticize your child for
being unable to respond to rational approaches. Encourage your child to take
responsibility for homework and class study.

e Avoid being overly critical, disparaging, impatient or cynical. Help your child learn
how to find information independently. Since meaningful academic achievement
cannot take place in an emotionally loaded environment.

e Maintain realistic, attainable goals and expectations for your child.

e Encourage your child to ask questions at home and in class.

e Attend Parent-Teacher Association meetings.

o QGather available test preparation materials.

Testing Day
e See to it that your child arrives at school on time and is relaxed.
e Encourage your child to do the best work possible.
¢ Do not send your child to school if illness is apparent.

e Do not remove your child from school on test days for appointments.

After Testing

e Examine all test reports sent home.
e Determine areas of strengths and weaknesses.
e Praise your child's testing strengths and make a plan to address identified weaknesses.

e See your child's counsellor or teacher if additional information is required.
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Parent Strategies for Reducing Test Anxiety

e Discuss the test openly and in a positive way.

e Have realistic expectations of your child's performance while encouraging his/her best
efforts.

e Emphasize that the test is only one measure of academic performance.

e Emphasize that test scores do not determine a person's worth.
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APPENDIX ,,I* INFTRODUCTORY LETTER
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