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Abstract 

 

Assessment in the classroom is an essential part of the basics of education.  Assessment varies in 

types, forms, and how results affect the students being assessed.  In a time of high stakes 

standardized testing where teachers, schools, and administrators are held accountable for student 

progress as measured by tests. Any and all measures to prepare students should be brought into 

the classroom.  Test taking skills and strategies that have been proven effective lack research and 

use in the area of early elementary, especially in the 3
rd

 grade a pivotal year in Arizona’s AIMS 

testing.  As a result of this study the research identified that implementing test taking strategies 

improved the scores of a third grade classroom of a southern Arizona school.  
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Introduction 

In light of recent legislation students and teachers across the nation face the pressures of 

standardized testing. “The No Child Left Behind Act (NCLB) of 2001 requires that all students 

in grades three through eight take state-wide achievement tests in reading and math” (Kretlow et 

al., 2008, p. 397).  In Arizona students are required to complete the Arizona's Instrument to 

Measure Standards (AIMS).  AIMS testing begins in third-grade and continues through high 

school.  Teachers are required to provide students will all necessary knowledge for their grade 

level determined by set standards in math, science, and language arts (reading & writing). These 

standards are an official statement of what students should be able to do and know in a subject 

area.  Teachers, principals, and administrators are held responsible for the success or failure of 

the students participating in AIMS.  AIMS is the sole determining factor measured by the 

Arizona Department of Education in how a school is performing in accordance to meeting the 

standards.  In addition to meeting state wide goals, schools are also under the pressure to meet 

federal regulations.   

NCLB requires that every student in Arizona meets or exceeds the state standards in 

reading/language arts and mathematics—that is, passes AIMS—by the year 2013-2014. 

To further this goal, the state must set annual measurable objectives (AMOs) for each 

grade and subject evaluated. In Arizona, the grades evaluated by AIMS are three through 

eight, and high school. The annual measurable objectives describe yearly growth in 

fractions of students passing AIMS. These objectives are necessary for Arizona to reach 

the 100 percent requirement by 2013-2014. To make AYP, an entity must reach the 

AMOs for both mathematics and reading/language arts in each grade it offers and in all 

applicable subgroups. (Arizona Department of Education, 2012) 



     7 

 

Teachers however, are ultimately the direct link between the teaching content identified by the 

standards and student performance results identified by the AIMS.  “Teachers are responsible to 

enhance and measure student learning within their classrooms; they are also responsible to 

prepare students for testing, whether it is high stakes testing (state-developed) or low-stakes 

testing (teacher-developed)” (Supon, 2004, p. 292).   

Preparation of students begins the first day of Kindergarten and continues until 

graduation.  High stakes test such as the AIMS have led to large amounts of pressure on teachers 

to insure that their students perform well.  This pressure on teachers in turn trickles down to the 

students.  Undue stress on students to perform well on tests leads to testing anxiety which can 

lead to low performance.  This stress on teachers and students leads to many questions amongst 

teaching professionals.  How can it be alleviated?  What strategies and tools can teachers bring 

into the classroom to help reduce the stress on students? One possible method to curb stress in 

addition to the knowledge itself, teachers could add how to take tests into their curriculum.  

While it is common practice to teach test taking strategies to students with learning disabilities it 

is not common for a classroom teacher to teach the entire student body how to take a test; 

especially in primary grades.  Today, early elementary students are taking standardized testing, 

with third-grade students soon facing the issue of promotion being based on passing AIMS 

beginning school year 2013 - 2014.  With minimal research in the area of early elementary 

students using test taking strategies it is debatable as to why students are not actively being 

taught them if they are in turn required to pass a high stakes test.   It is likely that elementary 

students would benefit from learning how to take tests.  The idea that this age group is too young 

for test taking skills is questionable considering the same age group is believed old enough to 

take the test.  Despite the discussions among teaching professionals regarding its need in the 



     8 

 

classroom, actually seeing test taking strategies in the elementary classrooms is uncommon.  

Although, there are likely many factors contributing to the lack of this in the classroom, teachers 

often exclude teaching items that are not prevalent in the academic standards, or directly tested 

on the AIMS. This research will explore these factors and analyze test-taking strategies for the 

primary grades using the following question as a guide: Is implementation of test taking 

strategies into third-grade an effective approach to preparing students for success on standardized 

tests?   

Literature Review 

Early research in the area of teaching test taking dates back over forty years with results 

indicating its effectiveness in increasing student scores on high stake tests (Bangert-Drowns, 

Kulik, & Ku-lik, 1983; Fueyo, 1977; Jones & Ligon, 1981).   Many programs that were the main 

focus of early research included popular training programs that trained students to take tests.  

These early studies indicated that while test scores were improving that this rise in scores 

showed fault on the part of the standardized tests.  “Such training programs are advocated 

primarily because achievement test results are often used to assist in making decisions about 

educational placement, programming, and evaluation. To the degree that achievement tests 

measure test-taking skills rather than mastery of the content tested (e.g., reading and math), 

decisions about placement, programming, and evaluation may be incorrect” (Scruggs et. al., 

1986, p. 70).  Modern assessment is based upon trial and error of early findings and is defined in 

detail in the next section.  Continuing, much research on test taking strategies stems from direct 

studies on English Language Learners and how they arrived at their answers during testing in 

their second language.   
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Danish researchers had used introspection and retrospection to study the responses of 

high school and college English as a foreign language (EFL) students to three multiple-

choice test item types embedded in connected text. Students explained which alternatives 

they would choose and why they thought the selected alternative was the correct one 

(Cohen, 2006, pg. 309).   

These studies pushed forward the idea that understanding how a student takes a test is an 

important of aspect to a test’s reliability. 

Assessment Defined 

Airasian & Russell (2008) define assessment as the process of gathering, combining, and 

deciphering information in order to make classroom decisions.  Assessment can be conducted in 

numerous ways for numerous purposes that affect the day-to-day classroom as well as permanent 

aspects of a student’s academic career.  Because of the effect assessment has on students it is 

important to remember that “the primary aim in assessing student achievement is to provide 

students a fair opportunity to demonstrate what they have learned from the instruction provided” 

(Airasian & Russell, 2008, p. 127).  In order to provide this information to students, their parents, 

and administrators assessment occurs in different forms: formative, summative, formal and 

informal.   

Formative and summative assessment. Formative and Summative evaluations are often 

considered the two main categories of assessment.  Formative assessment occurs constantly with 

the purpose of “forming” and improving instruction and other classroom activities.  Some refer 

to it as a check on learning. This type of assessment is not often written down by teachers and is 

largely based off of daily observations of the class as individuals or as a student body.  Teachers 

use formative assessment “to alter or improve instruction while it is going on” (Airasian & 
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Russell, 2008, p. 124) and it is designed to “determine whether additional instruction is needed” 

(Slavin, 2009, p. 418).  Formative assessment thus shapes both the curriculum and the student 

learning, “An assessment of a curriculum is formative if it shapes the development of that 

curriculum. An assessment of a student is formative if it shapes that student’s learning” (Wiliam, 

2006, p. 284).  The benefits of successfully administering formative assessment in the classroom 

include student achievement and motivation “Formative assessment's emphasis on instructional 

modifications and student improvement supports student motivation and enables them to 

maintain high engagement and achievement” (Cauley & McMillan, 2010, p. 7).  Ultimately the 

success of formative assessment comes from the skill of the individual teacher: “teacher skills 

are stressed for the competent execution of learning activities and the proficient interpretation 

and translation of assessment information into instructional action” (Heritage & Bailey, 2006, p. 

147).  Often skills come from knowledge, and having knowledge of the purposes of formative 

assessment is key.   

In all classrooms however, it becomes necessary for students to demonstrate what 

knowledge they have mastered during the course of leaning.  This can be obtained through 

summative assessment which is a summary of student learning.  Summative assessment typically 

occurs at the end of a unit, lesson, or the school year typically in the form of a standard test.  

Sometimes a pre-examination of student knowledge or reoccurring curriculum based testing 

might occur in order to discover where students are starting at academically due to the fact that 

“students come into our classrooms with preconceived ideas” (Eberle & Keeley, 2008, p. 1). Due 

to the nature of summative assessment it is noted that it is used largely for the individual 

student’s progress.  As formative “forms” instruction summative is a “summary” of a student’s 

learning a “final evaluations of students’ achievement of an objective” (Slavin, 2009, p. 418).  
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This type of assessment almost always focuses on a student’s cognitive performance and 

therefore occurs far less often than formative assessment.  These assessments follow a student by 

appearing in report cards, school record folders, and is an indicator of how a student will do on a 

standardized test.  It is important to note that summative assessment does not only occur in the 

form of an exam.  Homework, quizzes, portfolios, projects, student presentations and other 

assignments can also be summative as long as they are designed in a way that each student can 

demonstrate their mastery of that particular subject and is a means to systematically gather 

information.  When summative assessments are designed with reliable and valid processes they 

provide a student and other concerned parties with concrete evidence of what the student has 

mastered.  Due to the nature and long-term effects of summative tests it is imperative that 

teacher’s take summative tests seriously: “The grading, placement, promotion, and other 

decisions that result from official assessments can influence students’ lives both in and out of 

school” (Airisian & Russell, 2008, p. 126). 

Validity and reliability.  The key aspect of both realms of assessment is the classroom 

teacher, whom is responsible to conduct reliable and valid formative and summative evaluations 

in order to run a successful classroom.  Validity, “a measure of the degree to which a test is 

appropriate for its intended use” (Slavin, 2009, p. 473).  While “validity relates to the skills and 

knowledge measured by a test, the reliability of a test relates to the accuracy with which these 

skills and knowledge are measured” (Slavin, 2009, p. 475).   In the case of the AIMS and other 

high stakes tests professionals often debate if the one shot taking of the test is a reliable and valid 

gauge of a student’s knowledge due to the high amount of factors that can affect a student’s 

scores.    
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In theory, if a student were to take equivalent tests twice, he or she should obtain the 

same score both times. The extent to which this would not occur is the subject of 

reliability.  Random features of the assessment such as ambiguous test items, differences 

in specific item content, lucky or unlucky guessing, inconsistent motivation, and anxiety 

all affect test scores and could cause results for different administrations of equivalents 

tests to differ. (Slavin, 2009, p. 475) 

 Informal and formal assessment. The methods in which teachers gather formative and 

summative assessment information can be formal or informal.  “Formative assessments are used 

to alter or improve instruction while it is still going on.  Summative assessments are used to 

evaluate the outcomes of the instruction” (Airasian & Russell, 2008, p. 124).  Formal 

assessments are recorded, measurable, include standardized testing and are planned in advance 

by the teacher.  Typically formal assessment is used almost exclusively for academic purposes.  

Informal assessment occurs at any moment and includes social and academic areas of the 

classroom and/or individual student.  An example of academic is such that “ongoing formative 

assessment is conducted primarily through informal observations and oral questions posed to 

students while content is being taught or reviewed” (Cauley & McMillan, 2010, p. 2). A social 

decision might come based on a student’s need to overcome their fear of speaking in front of 

their peers. These types of assessments are often not written down and are based largely on 

observations made by the teacher. “Informal assessment procedures rely more on production 

rather than recognition responses, assessment projects rather than test items, and teacher 

judgment rather than mechanical scoring” (Spinelli, 2008, p. 2).   
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Test Types 

Criterion-referenced. The most popular form of testing in classrooms is criterion-

referenced.  “Grading that compares a student’s achievement to predefined performance 

standards is called criterion-referenced grading” (Airisian & Russell, 2008, p. 262).  The 

predefined performance standards determine the level or score that a student must reach to obtain 

a grade. Essentially, it is “grading that compares a student’s achievements to preestablished 

standards rather than to other students’ achievement” (Airisian & Russell, 2008, p. 262).  In 

other words “criterion-referenced interpretations focus on assessing student’s mastery of specific 

skills, regardless of how other students did on the same skill” (Slavin, 2009, p. 419).  The 

common grading system of receiving an “A” on an exam in which a student preformed with at 

least a 90% or more correct on the answers is an example of criterion-referenced example in 

addition to an end of unit test, quizzes, and essays.  Criterion-referenced grading is important to a 

classroom teacher who is seeking to determine which individual student in the classroom has 

mastered a skill and who has not.  “In formative testing, teachers want to know, for example, 

who is having trouble with Newton’s laws of thermodynamics, not which student is first, 

fifteenth, or thirtieth in the class in physics knowledge” (Slavin, 2009, p. 419).   

Standardized.  “A standardized assessment is administered, scored, and interpreted in 

the same way for all students, regardless where or when they are assessed” (Airasain & Russell, 

2008, p. 13).   The Scholastic Assessment Test (SAT) as well as the American College Testing 

Program Test (ACT) are examples of standardized tests. “A standardized test is typically given 

under the same “standardized” conditions to thousands of students who are similar to those 

whom the test is designed” (Slavin, 2009, p. 457). The design of standardized tests creates 

reliable information about the individual test taker as compared to other students of the same age 
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and grade across the nation or state.  These results can provide guidelines for teachers and state 

officials in regards to the knowledge students are receiving and mastering.   

Achievement Tests   

“Achievement tests are used to (1) predict students’ future performance in a course of 

study, (2) diagnose student’s difficulties, (3) serve as formative tests of student’s progress, and 

(4) serve as summative tests of learning” (Slavin, 2009, p. 459).  AIMS is a standardized 

achievement tests testing students on their knowledge of state mandated education standards. 

“Norm-referenced achievement tests are assessments of a student’s knowledge of a particular 

content area, such as mathematics, reading or Spanish” (Slavin, 2009, p. 459).  Achievement 

tests vary from the classroom spelling test to that of a standardized commercial achievement test 

given to medical students attempting to enter medical school.  Norm-referenced assessments are 

different to criterion-based assessments which measure the individual student’s mastery of the 

performance task.  Norm referenced achievement tests are currently a part of the education 

system for primary grades through graduate degree students.  It is required by law for primary 

grade students beginning in second-grade in Arizona to be tested by a norm-referenced 

assessment. “A norm-referenced assessment is required by state statute in reading, language arts, 

and mathematics in second grade through high school.  It measures a student’s national 

percentile ranking in those areas” (Arizona Department of Education, 2012).  AIMS serves a 

dual purpose at it is an example of a standardized test that measures both state content 

achievement results and norm-referenced results, “AIMS 3-8 provides a norm-referenced test 

score (NRT) and an AIMS score” (Arizona Department of Education, 2012).  

Nation’s report card.  The purpose of assessment is to shape and guide education.  

Results of achievement tests are evaluated by schools, districts, states, and at national levels.  
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The National Assessment of Educational Progress (NAEP) is the largest organization that 

nationally organizes and evaluates the continuing assessment of what students in the United 

States know and can do in various subject areas.  NCLB requires NAEP to conduct national and 

state assessments at least once every two years in reading and mathematics in grades 4 and 8.  

However, despite this requirement, movement to compare students across the county started in 

the 1960’s.  NAEP offers statistical information about students broken down into categories such 

as ethnicity, gender, location, and age.  “Our mission is to provide rigorous and relevant 

evidence on which to ground education practice and policy and share this information broadly.  

By identifying what works, what doesn't, and why, we aim to improve educational outcomes for 

all students, particularly those at risk of failure” (Institute of Education Sciences, 2012). Figure 1 

and Figure 2 indicate the findings according to the norm-referenced results retrieved by the 

Institute of Education Sciences (IES) when comparing Arizona’s fourth-grade students in the 

year 2011 with the national average in the areas of reading and mathematics.  According to the 

findings, 74% of all Arizona fourth grade students tested in 2011 in reading were at a basic or 

below basic level with 67% of all fourth grade students at basic or below basic in Math.  This 

compared to a national level of, 68% in Reading and 60% in math. 

 

 

  

 

 

 

 

Figure 1. Arizona fourth-grade reading results as compared to the nation. 
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The achievement breakdown of basic, proficient, and advanced are describe by IES as 

follows.  “Basic: Partial mastery of prerequisite knowledge and skills that are fundamental for 

proficient work at each grade. Proficient: Solid academic performance for each grade assessed. 

Students reaching this level have demonstrated competency over challenging subject matter, 

including subject-matter knowledge, application of such knowledge to real-world situations, and 

analytical skills appropriate to the subject matter. Advanced: Superior performance” (IES, 2012).  

Arizona’s achievement test. Standards mandated by states for classroom instruction 

have been an important part of education for many years.  In recent years the focus and emphasis 

of statewide assessment of state standards has deepened significantly.  “State-mandated 

standards are used to assess students, teachers, and schools…the standards are intended to guide 

statewide learning and assessment” (Airisian & Russell, 2008, p. 85).    Arizona’s Instrument to 

Measure Standards (AIMS) is a state administered standardized test based upon the academic 

standards (Arizona Department of Education, 2012).  Federal regulations mandate that schools in 

every state make Adequate Yearly Progress (AYP) in reaching the goal of 100% proficiency in 

reaching state standards.  AYP is the federal accountability system and AIMS is the tool used to 

measure Arizona’s AYP.   

Figure 2. Arizona fourth-grade math results as compared to the nation. 
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NCLB requires that every student in Arizona meets or exceeds the state standards in 

reading/language arts and mathematics—that is, passes AIMS—by the year 2013-2014. 

To further this goal, the state must set annual measurable objectives (AMOs) for each 

grade and subject evaluated. In Arizona, the grades evaluated by AIMS are three through 

eight, and high school. The annual measurable objectives describe yearly growth in 

fractions of students passing AIMS. These objectives are necessary for Arizona to reach 

the 100 percent requirement by 2013-2014. To make AYP, an entity must reach the 

AMOs for both mathematics and reading/language arts in each grade it offers and in all 

applicable Subgroups (Arizona Department of Education, 2012).   

After the passing of NCLB in 2001 all “The Assessment Section [of the Arizona Department of 

Education] is responsible for statewide assessment of students enrolled in Arizona Public 

Schools.  The section works closely with educators in the development and administration of our 

assessments.  All Arizona public schools, including districts schools and charter schools, are 

required to properly administer state and federally mandated assessments.  Topics covered on 

AIMS are those set standards that are expected by the state to be taught in the classroom.  In 

addition to being a standardized test, AIMS is also an achievement test designed to measure 

students proficiency in the content standards.  AIMS is the standardized assessment currently 

used in Arizona to assess students, teacher effectiveness, and overall school rating.  “Arizona’s 

Instrument to Measure Standards (AIMS) is a Standards Based Assessment.  AIMS measures 

student proficiency of the Arizona Academic Content Standards in Writing, Reading, 

Mathematics, and Science and is required by state and federal law.” (Arizona Department of 

Education, 2012).  AIMS a formal assessment is administered in the same manner to all students 

across Arizona in charter and public schools.  Classroom teachers do not have control in the type 
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of questions or the content of the questions in the test.  Nor do they have control in the manner of 

issuance of the test as they are required to follow strict guidelines so that the test is administered 

in the same nature to students at all schools across for the ultimate purpose of reliability.  These 

measures insure that all students receive equal opportunity when demonstrating their knowledge. 

“Standardized assessments are intended to be administered, scored, and interpreted in the same 

way for all test takers” (Airasian & Russell, 2008, p. 13).  Classroom teachers do however have 

full access to the standards students are being tested on.  The AIMS is designed to measure 

achievement on the standards in which teachers are supposed to be teaching in the classroom 

creating a valid form of assessment of the standards. “The Arizona Academic Standards are 

established academic expectations for teaching and learning. They are statements of knowledge 

and skills that every child is expected to learn. The standards were developed by the State of 

Arizona educational community and adopted by the State Board of Education to meet federal and 

state guidelines” (Arizona Department of Education, 2012).  Students complete the standardized 

test late in the spring semester of a school year.  Similar to that of the IES, Arizona has created 

its own labels for schools and students based on the results of their scores.  Schools are ranked 

as: underperforming, performing, performing plus, highly performing, and excelling.  Students 

are ranked as: falls far below the standards, approaches the standards, meets the standards, and 

exceeds the standards.  These scores are interpreted as follows: “Exceeds the Standard” denotes 

superior academic performance on challenging subject matter reflected by the content standards 

(IES, advanced). “Meets the Standard” denotes solid academic performance and understanding 

of the content standards (IES, proficient).  “Approaches the Standard” denotes partial 

understanding of the skills and knowledge necessary for proficient work at grade level (IES, 

basic). “Falls Far Below the Standard” denotes insufficient understanding of the prerequisite 
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skills; students who achieve at this level have serious gaps in knowledge and skills and may 

require remediation (IES, Below Basic)” (Arizona Department of Education, 2012).  In result 

Students’ scores are directly connected to their classroom’s teacher’s assessment of teaching the 

state standards.  

Achievement Test Pros & Cons 

As is any controversy achievement tests have pros and cons and are highly debated 

among professionals in the field of education.  When teachers prepare students for testing 

students are exposed to the importance of the results of the test.  This pressure and the everyday 

pressure of performing in the classroom can lead to anxiety amongst students. The critics of 

these tests have lent to the improvement of tests as well as to the modern tests and their benefits.  

Over the last seventy years the testing establishment itself, often spurred by harsh 

criticism, has successfully sought improvement. In a Florida lawsuit, education expert 

Greg Cizek testified that contemporary ‘tests have evolved to a point where they are: 

highly reliable; free from bias; relevant and age appropriate; higher order; tightly related 

to important public goals; time and cost efficient; and yielding remarkably consistent 

decisions. (Higgins, 2009, p. 5)  

In relation to achievements in the primary grades achievement tests are widely believed to be an 

excellent source of information pertaining to the students learning as well as a method of holding 

schools accountable for education.  “School and government officials, system administrators and 

other policymakers offer a variety of reasons for engaging in high stakes testing: to monitor 

student performance, to measure teacher and/or school effectiveness, to ensure accountability, 

etc. ” (Siegel, 2004, p. 219).  This being a positive as it has been indicated and widely accepted 
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that “achievement tests have a correlation coefficient of 0.784 to what a student knows” 

(Higgins, 2009, p. 5).   

Opponents of the test believe that achievement tests have led to undue teacher stress for 

students to perform and thus creating an epidemic of cheating across the states.  “Principal- or 

teacher directed cheating on standardized tests has been reported in at least seven states: 

Connecticut, Kentucky, Maryland, North Carolina, New York, Ohio and Texas [since the 

publication of Higgins, Florida has also joined the list]” (Higgins, 2009, p. 8).  Another negative 

and widely discussed negative aspect of high stakes achievement is that of alterations made in 

the classroom.  “When important standardized tests become the curriculum guides in a school or 

classroom, the quality of instruction is reduced in several respects. First, as many critics warned 

in advance, the curriculum is narrowed to only those topics that are tested. This often means that 

writing, social studies, and science are driven out of the instructional day, as well as "frills" such 

as art and music” (Kirst, 1991, p. 1). Yet, perhaps the most adamant and highly discussed 

negative aspect of achievement tests is the argument that some students simply do not test well. 

“Every student feels some anxiety at some time while in school; but for certain students, anxiety 

seriously inhibits learning or performance, particularly on tests” (Slavin, 2009, p. 311).   This is 

especially a con as high stakes tests are typically a one attempt scenario.  A multitude of 

environmental, emotional, and physical elements can have adverse effect on the individual’s 

ability to test well.     

Performance Issues 

During any high stakes test, a certain degree of performance issues can be prevalent in 

the student body taking the test. After a district is determined as under achieving, schools are 

required to improve student scores.  In 2002, Mintrop & MacLellan conducted research on 
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school improvement plans and the factors outside of education standards that affected student 

performance.  “Typical external attributions for problems included scarce resources, high student 

mobility, and the socioeconomic environment of the students.  Schools highlighted as internal 

causes shortcomings of specific teacher groups, organizational-structural issues, limitations in 

teachers’ skills and knowledge, and leadership weaknesses” (Mintrop & MacLellan, 2002, p. 

283).  In addition to these finding the issues of performance for students who have learning 

disorders or suffer test anxiety will affect performance.  The items found in the 2002 study as 

well as test anxiety are part of the buildup of the learning atmosphere teachers are providing for 

the student. “Creating an effective learning environment involves organizing classroom 

activities, instruction, and the physical classroom to provide for effective use of time, to crate a 

happy, productive learning environment” (Slavin, 2009, p. 329).  Some issues are outside the 

realm of the classroom and often uncontrollable to teachers.   

Test anxiety defined. As prominent as testing is the Elementary setting test anxiety is 

largely underrepresented in the area of student disorders. Test anxiety is largely considered a 

type of performance anxiety as students pressure themselves to perform well on the task at hand, 

taking the test.  “Researchers in the field such as Hancock (2001), Hedl (1972), Sarason (1980), 

Spielberger and Vagg (1995), and Trent and Maxwell (1980) have characterized test anxiety as a 

relatively stable personality trait in which threatening situations generate debilitating 

psychological, physiological, and behavioral responses” (Cheek, et al. 2002, p. 1).  The cause of 

these responses to test anxiety is commonly known as the bodies ‘fight or flight’ instinct; “when 

you're under stress, your body releases the hormone adrenaline, which prepares it for danger” 

(The Nemours Foundation, 2011, p.2).   
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Symptoms. The symptoms of test anxiety vary in type and severity. These symptoms 

stem from the body’s response to the hormones released during the high period of stress.  “The 

"flight or fight" response experienced as a part of test anxiety can lead to major changes in 

attitude and effort that include withdrawal, outbursts, overactive behaviors, fatigue, avoidance of 

school, and other depressive symptoms” (Rubenzer, 1988, as cited in Cheek et al., 2002, p. 1).  

Common symptoms students with test anxiety feel are upset stomach, headache, loss of focus, 

fear, irritation, anger, and depression.  These symptoms combined with the worrying students 

feel as part of having an anxiety disorder create stressful situations that enable students to 

perform. “Anxiety creates a kind of "noise" or "mental static" in the brain that blocks our ability 

to retrieve what’s stored in memory and also greatly impairs our ability to comprehend and 

reason… Feelings such as frustration, fear, anger and anxiety cause the neural activity in the two 

branches of the autonomic nervous system to get out of sync” (American School Counselor 

Association, 2010).  These symptoms directly impede on the student’s ability to demonstrate 

learned knowledge interfering with the reliability of the test results.   

Treatments. Classroom teachers constantly engage in assessments of their students in 

order to facilitate learning.  “Much of assessment data that teachers gather is used to identify, 

understand, and address student’s misconceptions and learning difficulties” (Airasain & Russell, 

2010, p. 6).  Students with test anxiety would likely perform adequately on homework, in class 

seatwork, and non-formal assessments that demonstrate their knowledge and understanding of 

the topic.  However, when faced with a quiz or exam they are likely to fail.  In order to diagnose 

a student with test anxiety the first step is enlisting the help of a school counselor.  A 

determination will have to be made if it is actually test anxiety or if it is a learning disorder.  

Once it has been determined that it is indeed an anxiety issue the counselor will have to 
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recommend the student for testing from a medically licensed third party for an anxiety disorder 

(S. Arnold, personal communication, April 25, 2012). Furthermore with support from the 

counselor and principal it can often help convince parents of the need for diagnoses. Treatment 

of test anxiety largely falls under two areas: medication or psychotherapy.   It has been found 

helpful, to use medication and/or psychotherapy, particularly therapy aimed at teaching how to 

gain control over the symptoms (AllPsych Online, 2004). Especially for teachers understanding 

treatment outside of medicine can be particularly useful for undiagnosed test anxiety and even 

dealing with normal anxiety associated with high-stakes testing.  Such treatments attainable for 

teachers “include systematic desensitization, this consists of the child imagining a serious of 

events ranked in order of least to most distressing and pairing physical and mental relaxation 

with those events” (McClure, 2010).  Teachers, can also teach test taking strategies to students as 

a form of alleviation of anxiety.   

Test Taking Strategies 

 In addition to curbing testing anxiety for certain students, test taking strategies are a 

benefit for all test takers. “Teachers should take the time to instruct students in practical test-  

taking strategies, beginning in elementary school, to improve their odds when taking tests and 

help them achieve higher scores. These tips are no cure-all, and they won't benefit every child 

equally. But, teach them to students, and watch their confidence and test scores soar” (Glen, 

2004, p. 61).   Test taking strategies are common place in higher education where students have 

faced high stake tests for many decades.  As the prominence of achievement tests are being 

implemented into primary grades so should test taking strategies.  “Therefore, teachers must 

examine, develop and implement strategies to help students obtain educational gains that may 

increase their test scores. Strategies to assist students are: (1) ascertainment of test anxiety, (2) 
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formative factors, (3) habitual prudence, (4) purposeful learning experiences, and (5) test-wise 

guidelines” (Supon, 2004, p. 292).   

Benefits.  “Research has shown that providing students with tools and strategies that 

build both emotional skills and healthy physical habits when preparing for a test can help them 

overcome test anxiety and the associated symptoms, while improving their ability to prepare for 

and perform on critical testing” (American School Counselor Association, 2010).  The purposes 

of teaching test taking strategies typically fall into two categories test taking strategies “(a) 

efforts to decrease anxiety or (b) efforts to increase test-wiseness” (Beidel et al., 1999, p. 632).  

All students face levels of testing anxiety, “Test anxiety affects children of all academic 

achievement and intellectual levels (Sarason et al., 1960) and is roughly equally prevalent in 

African American and Caucasian children (Beidel, Turner, & Trager, 1994) (as cited in Beidel, 

et. al., 1999, p. 631).  Test anxiety has negative effects on academic achievement and has grown 

in commonality as teachers inadvertently place pressure on students to perform on AIMS test.  

However, the main purpose of this research is not to directly curb test anxiety.  Students would 

be taught test taking skills with the purpose to increase test-wiseness.  “Test wiseness often refers 

to the use of strategies that enable test takers to score higher than would be expected based on 

their knowledge of the content being tested” (Scruggs et. al., 1986, p. 70).   This aide will come 

from the implementation of test taking skills.  “"Test-taking skills" refer to skills that enable 

students to demonstrate more fully knowledge that they have (e.g., being familiar with the 

question/answer format, knowing the meaning of vocabulary used in directions, being able to 

pace oneself appropriately during timed tests” (Scruggs et. al., 1986, p. 70).   In addition, “Test-

wiseness programs encompass strategies designed to increase children’s sophistication with testing 

procedures and have been promoted as an effective tool for increasing test performance and school 
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achievement.  Based on a meta-analysis of 24 studies, test-wiseness programs generally are effective in 

enhancing achievement scores (Beidel et al., 1999, p.632). 

While the driving factor of implementing the strategies into the classroom was because of 

AIMS, the strategies gained by the students do have to be used exclusively while taking AIMS 

testing.  “Teachers are responsible to enhance and measure student learning within their 

classrooms; they are also responsible to prepare students for testing, whether it is highstakes 

testing (state-developed) or low-stakes testing (teacher-developed)” (Supon, 2004, p. 292).  In 

theory, students should be seeing criterion-referenced tests in the daily classroom that encompass 

the constant flow of the knowledge being taught based on the state standards.  Administering 

formal tests/quizzes is a systematic procedure for gathering information and they are common 

and frequent in the elementary classroom in order to “to collect data to ensure that students are 

progressing” (Spinellie, 2008, p.1).  Using such methods would enable teachers to be able to 

determine those students on a path to do well on AIMS testing in contrast to those who will not. 

These assessments being based on their own teachings of the state standards.  “Test-wiseness 

programs encompass strategies designed to increase children’s sophistication with testing 

procedures and have been promoted as an effective tool for increasing test performance and 

school achievement” (Beidel & Turner, 1999, p. 632).  Elementary teachers have a responsibility 

to their students to use data obtained from criterion-referenced daily assessments to self reflect 

on their own teachings as well student growth.  Thus the student’s education has a heavy reliance 

on classroom assessment. Students should benefit with the use of test taking strategies when 

completing daily assessment found in the classroom.  If test taking strategies are also brought 

into the daily curriculum teachers are only providing more skill for students to be successful.  

Some strategies however, will be specifically taught in order to practice for AIMS.  This break in 

strategy types is a necessary aspect of student preparedness in taking the standardize test.  “The 
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issues involved in developing and applying guidelines for the proper preparation of students for 

performance assessments and multiple-choice tests have some similarities but also some 

differences” (Mehrens et. al, 1998, p. 19).  These differences are largely due to the difference in 

formatting of the tests.  In addition, classroom posters and other readings that provide the basic 

test taking strategies are often viewed in Elementary classrooms but they are not taught or 

discussed in depth.  This is a faulty approach; all students including those without disabilities are 

required to partake in the testing thus all students should receive education in test taking skills.  

The early research of Bangert-Drowns, Kulik, & Ku-lik, 1983; Fueyo, 1977; Jones & Ligon, 

1981 demonstrates the effectiveness found in teaching test taking strategies to students.  The vast 

nature of studies focuses on upper elementary and secondary classrooms.   

Options. The type of test taking strategies brought into the classroom are common 

strategies that are widely practiced by high school and college students and those students 

exposed to the strategies due to a learning disability.  The focus of strategies taught to students 

highlights the area of what to do before the test and while taking the test.  Much of the 

recommended strategies come from research in curbing testing anxiety.  “Prior research has 

shown the importance and effectiveness of teaching test-taking strategies to students with and 

without disabilities. Studies conducted with general education students demonstrate that students 

benefit from test-taking instruction that includes training on test formats, reasoning and 

deduction strategies, time management, practice, and coaching” (Kretlow et. al., 2008, p. 398).  

Teachers can help cope with test anxiety while also promoting test wise-ness in the 

classroom by implementing the practice of teaching test taking skills to all of their students.  

“Teachers can apply many strategies to reduce the negative impact of anxiety on learning and 

performing” (Slavin, 2009, p. 312).  In Arizona in particular test taking strategies would 
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especially help as students in all grade levels face the high stakes testing.  “Research has shown 

that providing students with tools and strategies that build both emotional skills and healthy 

physical habits when preparing for a test can help them overcome test anxiety and the associated 

symptoms, while improving their ability to prepare for and perform on critical testing” 

(American School Counselor Association, 2010).  Proper test taking skills include aspects of 

actually taking the test and test preparation.  Teachers can teach proper question attack skills that 

help students answer the actual questions and study habits that effectively teach students the 

process of studying (Glenn, 2004. P. 61).  Some specific examples of test taking strategies used 

by students are: following directions, previewing the sections questions, indicating important 

phrases/words in questions and directions, eliminating obviously wrong answers in multiple 

choice, prioritizing questions (completing easiest first and hardest last), skipping unknown 

questions until the end, and preparing for the test with proper sleep and diet (Glenn, 2004, p. 61-

63).  The last in the list of test taking skills being one of the most important in test preparedness 

is unfortunately not easily (if even completely impossible) to be accomplished by teachers.  

These recommendations are common to many programs and free resources, such as PBS’s Test 

Stress: Ten Terrific Test-Taking Tips. Students need a full nights rest and a healthy diet to 

support mental health when test taking.  This is the most difficult aspect of preparing students for 

a test as teachers cannot control what happens after a student leaves the classroom and returns 

home.   

Primary grades. During the past thirty years, testing anxiety has been on the rise in the 

primary grades.   “The reasons for this apparent increase in prevalence during the past 30 years 

are unclear but may be related to parental or teacher pressure to achieve, increased expectations 

regarding the complexity of work to be mastered at earlier developmental ages, currently used 
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testing strategies, or the great emphasis placed on children to achieve above the national average 

when standardized testing occurs” (Turner et al., 1993, p. 142).  In addition to experiencing test 

anxiety, some studies have compared the likeliness of increased dropout rates in not only high school and 

college students, where achievement tests are already a part of graduation, but at the dropout rates of 

students within the elementary classrooms once grade promotion is based on the results of achievement 

tests.  “There is some research of the effects of minimum competency testing for high school graduation 

on dropout rates. However, the consequence of testing standards for grade promotion may be very 

different…Both types of tests have affective consequences for students while they are still in school (e.g., 

potentially increasing frustration with schooling and lowering students’ academic self-concept), but 

denying grade promotion also has substantial educational consequences” (Allensworth, 2005, p. 341).  

Despite the many negative attributes believed to be connected with achievement tests in the primary 

grades, the reasoning behind the achievement tests and ultimate goal of assessment of student knowledge 

still are apparent.  Achievement tests are in place to help teachers determine what knowledge students 

have mastered or not mastered.  “They are relatively objective and are an impartial means of distributing 

educational benefits” (Lattimore, 2001, p. 63).    

With the debate of the presence of high stakes testing in the primary grades still a hot topic, 

students are undoubtedly faced with the pressure to perform well on the achievement tests and are facing 

anxiety.  A well-known program, called “Testbusters” brought test taking strategies back to the 

forefront in the early 2000’s. “Testbusters is an 11-week study skills and test-taking program 

designed specifically for elementary and middle school students in 4th through 7th grades. The 

program includes behavioral contracting, study skills training, and testwiseness training. The aim 

of the program is to teach specific skills, thereby decreasing anxiety, improving academic 

achievement, and improving academic self-concept. The purpose of this study was to determine 

if the Testbusters program decreased anxiety and improved academic performance in test-

anxious children” (Biedel et al. 1999, p. 633).   This study encompassed only students with high 



     29 

 

anxiety and as noted, third-grade students were not included in the study.  “The results of this 

study indicate that the Testbusters program may be an effective program for decreasing test 

anxiety… Academic achievement also showed significant improvement after the intervention. 

Overall grade point averages across the five subjects improved significantly from a C to a B” 

(Biedel et al, p. 641). The conclusion of this study being positive, it is unfortunate that there is 

minimal research in the area of test taking strategies within the third-grade classroom which is 

the first year students are required to partake in achievement testing.  Achievement tests, now a 

prevalent part of the educational journey begin in the primary grades and continue through 

college.  Students with test anxiety and those who scored significantly low during achievement 

testing in the primary grades will likely carry those anxieties with them throughout their 

schooling and could negatively impact their future.   

Methods 

Participants 

Two third grade classes in southern Arizona were chosen for the study.  The classrooms 

were referred to as Class A and Class B.  Class A had eighteen students, nine male and nine 

female.  Class B had nineteen students, ten male and nine female.  Both classes consisted of a 

blend of Caucasian, Hispanic, and African-American students.  These classes were in the same 

school and same building and team teaching strategies were used by the two class teachers so 

that all third grade students were learning approximately the same content at the same time.  

Class A’s teacher of record is a 28 year old Hispanic female with four years of classroom 

experience.  Class B’s teacher of record is a 25 year old Caucasian female completing her first 

year of teaching.  Both teachers hold a Bachelor’s of Science in Elementary Education.   
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The host school of Class A and Class B is currently listed as a performing plus school, 

and based on the previous year’s AIMS test scores 80% of the third grade students meet or 

exceeded the standards.  The school is considered Title I and has 90% of their student population 

eating breakfast at school.  Sixteen students in Class A and fourteen students in Class B ate 

school breakfast.   

Materials 

 Both Class A and B were administered identical AIMS practice tests for use of obtaining 

data on the students test scores with and without the use of test taking strategies.  Two practice 

tests were selected to be used as a pre test and post test.  Each consisted of 40 question, 20 were 

math and 20 were reading.  Students completed AIMS Buckle Down Practice Booklets during 

the interim of the pre and post test.  Tests were scored on a percentage scale of total correct 

answers out of the total 40 questions.   

Procedure 

Students in Class A (N = 18) and Class B (N = 19) were administered the pre-test on a 

Friday afternoon six weeks before the actual AIMS test.  Once the pre-test was completed it was 

graded with student scores recorded under their student number (Class A, Student 1).  Following 

the pre-test each week leading up to the AIMS one test taking skill or strategy was introduced to 

Class A as part of their weekly curriculum (with the exception of week five when the final two 

were introduced together).  Class B received no formalized prepping in test taking 

skills/strategies as part of their curriculum. The order of teaching of the test taking skills began 

with reading for a purpose and deductive reasoning followed by pacing strategies and ending 

with formatting familiarization. The lessons were teacher-created based on previous research and 

in collaboration with the classroom teacher of record in Class A. The mini lessons developed 
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included the following topics: (a) finding the answer (previewing questions before selection), (b) 

following directions (format familiarization), (c) easy multiple choice (eliminating obvious 

wrong selections in multiple choice), (d) underlining the clues (underlining important context 

clues in the questions and directions), (e) skipping ahead (pacing strategies—save 

unknown/difficult questions for last), (f) prioritizing questions (pacing strategies—completing 

easiest questions first and hardest questions last), and (g) preparing for the test (before the test 

preparation—sleeping at night, eating a good breakfast). Mini lessons incorporated technology 

and were modeled to the class through use of the Promethean Board.  The total teaching of each 

mini-lesson lasted between ten to fifteen minutes; followed by a brief practice activity for 

students.  The formal mini lessons occurred one to two times weekly with students applying the  

skills throughout the week.  In addition strategies were referred to throughout the day in all 

curriculum areas when it applied to the context.  Class A students engaged in both whole group 

instruction and cooperative learning (students grouped with a mix of high to low students) when 

receiving the mini-lessons based on test taking strategies.  After the mini-lessons were brought 

into the classroom the students would apply their newly acquired skills into their Buckle Down 

practice books.  The Buckle Down books provided an opportunity for additional guided and 

independent practice by the students in Class A by providing students with format familiarization 

on reading and math quizzes similar to AIMS.  At the completion of the five weeks of testing 

strategies, and one full week before the administering of the AIMS test students in both Class A 

and Class B where given the post test.  Again scores were determined based on a percentage 

correct out of 40 and compared to the original score of the student.  
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Data Analysis 

 Using a paired-samples t test data were analyzed for variance in mean scores between 

Class A and Class B, and between the pretests and posttests to determine if Class A varied 

significantly after being introduced to the test taking strategies versus the overall change in score 

found in Class B without any test taking strategies.   The tests consisted of 40 questions, 

including 20 math and 20 reading.  The tests were identical for both classes.  Scores were found 

based on a percent of correct answers out of 40.  Students were told to show their work in the test 

booklets (e.g. underlining important words in questions, crossing off nonsense answers) as well 

as watched closely to see if they indicated they were using other strategies (reading questions 

before the passage). 

Results 

 The paired-samples t-tests conducted on the pre and posttests to compare student scores 

on practice math and reading assessments resulted in varying levels of significance as noted in 

Table 1 and Figure 3 (at the .05 level). Class A had a significant difference in reading assessment 

scores between the pre (M = 76.67, SD = 14.65) & posttest (M = 87.78, SD = 14.97).  Class B 

did not show a significant difference in reading assessment pre (M = 75.53, SD = 17.07) & post 

(M = 71.58, SD = 16.25).  The math assessment resulted in no significant difference in the class 

A pre (M = 78.06, SD = 18.79) and post (M = 79.72, SD = 17.45) tests.  Class B showed a 

significant difference, however, between the pre assessment (M = 57.11, SD = 19.17) and post 

assessment (M = 66.05, SD = 18.68) scores. The results were analyzed on each test in aggregate 

form without respect to subject resulting in a significant different between the pre (M = 77.83, 

SD = 14.86) and posttest (M = 83.94, SD = 14.97) for the treatment group Class A. Significant 
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difference was not noted between the pre (M = 66.74, SD = 14.99) and the posttest (M = 68.74, 

SD = 16.21) of the no treatment group Class B. 

Table 1 

Comparison of Pre & Posttest Means by Class and Subject 

  
Mean N Std. Deviation Std. Error Mean 

Class A Math Pretest 

Math Posttest 

Reading Pretest 

Reading Posttest* 

Aggregate Pretest 

Aggregate Posttest* 

78.06 

79.72 

76.67 

87.78 

77.83 

83.94 

18 

18 

18 

18 

18 

18 

18.79 

17.45 

14.65 

14.97 

14.86 

15.00 

4.43 

4.11 

3.45 

3.53 

3.50 

3.54 

Class B Math Pretest 

Math Posttest* 

Reading Pretest 

Reading Posttest 

Aggregate Pretest 

Aggregate Posttest 

57.11 

66.05 

75.53 

71.58 

66.74 

68.74 

19 

19 

19 

19 

19 

19 

19.17 

18.68 

17.07 

16.25 

14.99 

16.21 

4.39 

4.29 

3.92 

3.73 

3.44 

3.72 

*Significant at the <.05 level as in comparison to the pretest. 
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0 20 40 60 80 100

Math A

Math B

Reading A

Reading B

Aggregate A

Aggregate B

Math A Math B Reading A Reading B
Aggregate

A
Aggregate

B

Post 79.72 66.05 87.78 71.58 83.94 68.74

Pre 78.06 57.11 76.67 75.53 77.83 66.74

Paired Samples T-Test 
 

 

 

 

 

 

 

 

 

Discussion 

Based on the results of the study it appeared that implementation of test taking strategies 

into a third-grade classroom was an effective approach to preparing students for success on 

standardized tests.  In general, it appeared that students in Class A who were exposed test taking 

strategies scored higher on their test than those who did not.  This correlation appeared to be 

exclusive to the reading portion of the post test where scores indicated a significant increase in 

Class A.  Every student in Class A had a higher reading score on their post test than their initial 

test. While working in the practice AIMS Buckle Down Booklets it was noted that students in 

Class A would not use the strategies without prompt and would score lower during their daily 

practice than when they did a practice where they were instructed that they must use the 

strategies.  It was decided to show students the difference in their score when they used the 

strategies and when they didn’t.  Even after demonstrating to the students they still tended to not 

use the strategies when not initially prompted to use them (with exception of the highest students 

in Class A).  This was especially evident in the lowest students in the class who would not use 

Figure 3. Comparison of by pre and posttests. 



     35 

 

the strategies even when instructed that they must use them.  This tendency among students leads 

to the question of why students did this.  Was it an issue of age with the third grade students or 

was it an issue of wanting to get the test done as soon as possible?  On average when using test 

taking strategies students in Class A took more time to complete the daily Buckle Down 

practices by ten to fifteen minutes.   

The two most effective strategies used by students were previewing the questions on a 

reading selection before reading the passage and eliminating nonsense answers in both reading 

and math sections (this seemed to be the only strategy that improved math scores).  When 

students previewed the questions before reading the passage, it was observed that while they 

were reading the passage they would pause to underline information they knew would be needed 

in order to answer the question.   It was also noted that students would find the answer in the 

selection when they previewed the questions vs. when they did not first read the question and 

they would simply answer based on memory.  This brings up the issue that was noted earlier: Is 

high stakes testing actual knowledge or test taking abilities (especially during reading 

comprehension)? 

Students did not show significant improvement on the math portion of the test in 

correlation to using test taking strategies.  The math curriculum used at the school is the same in 

both classrooms, however, it was discovered that Class B was approximately 12 lessons behind 

Class A.  During February and March students in Class B was exposed to a higher amount of 

new math skills and a lower amount of review and practice of known math skills in comparison 

to Class A.  Math scores seemed to be based upon growth in students’ math knowledge in Class 

B, not test taking strategies since none were offered to Class B.  Students in Class B pre test 

showed an average score of 57% on their math only portion in contrast to an average of 66% on 
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their post test.  Class A pre test average for math only was 78% and post test average 80%.  This 

differed from reading where students received relatively no new reading instruction and review 

only.  The only strategy that was predominately noticed to be used during the math portion of the 

test was eliminating nonsense answers from multiple choice answers.  Students who eliminated 

nonsense answers also tended to double check their answers.   

Limitations of Study 

The most obvious variable impacting this study is the limitation in the number of students 

tested.  Because the test takers populations were small, 18 and 19 students correspondingly there 

is a higher probability of reliability issues.  Furthermore, the results need to take into account that 

two separate teachers were used, thus effecting the knowledge students had when taking the 

practice tests.  Students were still being exposed to new math and reading curriculum during the 

time period of the test taking strategies implementation which may have impacted the outcome.  

Students in Class A had two adults working in the classroom: A student teacher and a full time 

certified teacher.  As a result students received a higher amount of one on one time instruction.  

It should be noted that when all three third grade classes in the school are compared to each 

other, Class A averages the highest scores on the monthly school benchmark tests.   

Educational Significance 

 As a result of this study the researcher contends that it would be beneficial for teachers in 

the primary grades to provide students with test taking strategies.  The main focus of the 

classroom curriculum should reflect that of the educational standards that designate the 

knowledge students should receive. A typical student receiving quality education in those 

subjects should not struggle with achievement tests that measure their performance.  However, 

when issues arise that impede on a student’s ability to demonstrate his/her knowledge on a test 
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teachers should implement practices that manage these setbacks.  If students, especially third-

grade students, are not familiar with the strict nature of a standardized test scores can be affected 

not because of a lack of knowledge of the subject but of a lack of student ability to take the test.  

Regardless, low test scores over a continued period of time can lead to federal reprimands at a 

school.  In order to cope with test anxiety and help prepare students to take standardized tests, 

teachers should teach test taking strategies that allow students to have all tools necessary to be 

successful test takers.  Furthermore, teachers should remain positive at all times about the 

pending achievement tests.  A positive attitude from the teacher will create a classroom 

environment in which students embrace AIMS (or any high stakes test) as a way to demonstrate 

their knowledge and hard work throughout the year in contrast to the commonly found attitude of 

fear towards the test.   

Conclusion 

It is believed that test taking strategies are both practical and helpful to third grade 

students who are faced with taking high stakes tests. While a correlation was not determined 

across both subjects with such small intervention and control groups it is noted that using the 

strategies on a daily basis did appear to increase scores in reading and the test as a whole.  This 

aligns with earlier studies of students in upper elementary grades as well as those studies of high 

school and college students.  Third grade students demonstrated the ability to use the strategies 

effectively and correctly and in doing so were more confident test takers.  Although not included 

in the data, the morning of the actual AIMS test it was observed that the students in Class A 

came to the class full of energy and were excited to be taking the test.  In comparison Class B 

students were reserved and distraught with a few incidents where some students either cried 

during the test or simply gave up.  This did not happen in Class A.  Furthermore, adding test 
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taking strategies within the classroom curriculum did not take away from daily instruction in 

math or reading and once students were exposed to the strategies it took very little time for them 

to be mastered.  The decision whether or not to use the strategies was more of a personal choice 

by students versus something that they just could not do.  Even the lowest students in Class A 

were able to use the strategies.   

Students should undoubtedly be given every tool to perform well on high stake tests that 

have enormous potential impacts on their educational career.  Test taking strategies help 

eliminate test anxiety as well as lend to improving scores.  Any age group exposed to high stake 

tests should receive the skills and tools needed to be successful.  Further research that expands 

upon this small scale study could help the wide spread use of bringing test taking strategies into 

the elementary classroom curriculum on a large scale as it is now in colleges and high schools.  

Test taking strategies should be taught in every classroom that faces high stake testing instead of 

being simply a poster of tips on a classroom wall.   
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Appendix A 

Aggregate Test Results by Class 

Total Scores Pre & Post Test 

Class A Class B 

Students Pre Post Student Pre Post 

1 43 48 1 38 40 

2 53 63 2 43 38 

3 58 60 3 53 55 

4 70 80 4 55 53 

5 70 75 5 55 63 

6 73 75 6 60 60 

7 75 83 7 63 60 

8 75 83 8 63 65 

9 83 90 9 65 65 

10 85 98 10 65 63 

11 85 85 11 65 75 

12 85 90 12 68 75 

13 87 98 13 68 73 

14 87 95 14 75 83 

15 87 90 15 80 85 

16 90 98 16 83 83 

17 95 100 17 88 80 

18 100 100 18 88 95 

      19 93 95 

*Note: Numbers listed indicates percent correct out of 40 possible. 
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Appendix B 

Subject-matter Test Results by Class 

 

 

 

Scores By Subject 

Class A Class B 

  Pre Post Pre Post 

Student Math Reading Math Reading Math Reading Math Reading 

1 45 40 45 50 35 45 40 40 

2 50 55 60 65 40 45 35 40 

3 60 55 60 60 45 60 50 60 

4 60 80 65 95 50 60 55 50 

5 70 70 70 80 60 60 70 60 

6 55 90 55 90 50 75 55 70 

7 70 80 75 90 40 85 50 70 

8 65 85 70 95 55 70 60 70 

9 80 85 85 95 55 75 60 70 

10 90 80 95 100 40 80 50 75 

11 95 75 85 85 45 85 75 75 

12 85 85 90 18 60 75 70 16 

13 95 80 95 20 50 85 65 16 

14 90 85 95 95 60 90 80 85 

15 100 65 19 85 75 85 85 85 

16 95 85 95 100 65 100 65 100 

17 100 85 100 100 95 70 90 70 

18 100 100 100 100 85 80 100 90 

19     19 18 20 18 
*Note: Numbers listed indicates percent correct out of 20 possible. 


