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ABSTRACT 

13 

The objective of this study was to examine the 

relationship between test anxiety (low, moderate, and high) 

and student performance on three dependent variables: GPA, 

midterm score, and final exam score. Four hundred forty-six 

full-time undergraduates from Kuwait University 

participated in this study during the spring semester of 

1997. The Test Anxiety Inventory (TAI) scale was used to 

assess anxiety level in general and in both cognitive 

(worry) and emotional components, specifically. 

There were a number of major findings attributable 

to this study. The most important and unexpected finding 

was that there was no difference that can be accounted for 

by either cognitive (worry) or emotional components on the 

TAI for student test performance on the final exam. Other 

results show that overall, both female and male low anxious 

students rank higher in their GPA than moderate and high 

anxious students. However, low anxious female students' GPA 

ranks higher than low anxious male students' GPA. 

The findings also demonstrate that male sophomore 

students performed better on the final exam than all other 

students at all levels. In comparing the difference between 

the colleges, students in other colleges performed better 

than the College of Education students on the final exam. 
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This may be due to unequal sample size for other colleges 

compared to the College of Education. 

Although not significant, another interesting 

pattern emerged when a covariate analysis was used to 

control for past performance as indicated by the GPA. When 

analyzing female and male students separately, the results 

indicate that higher anxious male and moderate anxious 

female students perform better than low and moderate 

anxious males and low and high anxious females in the final 

test exam. Without controlling for the GPA, there is no 

difference between test anxiety and midterm and final exam 

score. Finally, the results also show that the TAI scale is 

a reliable measure for assessing student anxiety level. 
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CHAPTER 1 

INTRODUCTION 

Anxiety consistently has been identified as a major 

variable affecting performance (Covington & Omelich, 1985; 

Hill, 1984; Hill & Eaton, 1977; Sarason, 1980; Spielberger 

& Vagg, 1995; Tobias, 1985, 1986, 1992; Wine, 1981; 1982; 

Zatz & Chassin, 1983) . However, the relationship between 

anxiety and performance is not a simple one. Anxiety 

usually has negative effects, but the nature of the 

individual being evaluated, the nature of the subject 

matter, the way subjects handle their anxiety, what kinds 

of skills they possess, the interactions of anxiety with 

other personality characteristics and the situational 

factor on the evaluative setting affect or influence the 

outcome. 

It is a normal situation for students to become 

concerned about examinations. However, for some students, 

the rigors of the excunination system exert such pressure 

that they suffer such mental distress they do not function 

appropriately to meet their expectation to do well on an 

exam (Green, 1983). 

Stress is viewed within an interaction of the 

individual and the situation. Stress originates from the 

existence of a specific relationship between the individual 
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and the environment. This is referred to as unidirectional 

causality and identifies the person and situations that 

influence behavior. Interactional approaches to stress 

define stress solely in terms of stimulus or response that 

triggers some appraising, perceiving or interpreting 

processes in the learner. This is referred to as reciprocal 

causation and identifies not only the situation that 

influences behavior, but also how the behavior of an 

individual can influence the environment (Laux & Vossel, 

1982). 

According to Spielberger and Vagg (1995) , 

individuals high in trait anxiety have a tendency to 

perceive situations that involve failure or are threatening 

to self-esteem as more threatening than persons who are low 

in trait anxiety, and this increases state anxiety 

(associated with the situation) to an even greater 

intensity. 

Some researchers argue that examination stress and 

test anxiety have become pervasive problems in recent times 

(Spielberger & Vagg, 1995) . Achievement test scores as well 

as academic performance as denoted either by the 

Achievement Academic Test (ACT) for the high school student 

or GPA for college students are increasingly used as 

indicators or evaluators for admission into educational 

programs. 
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In fact. Hill (1984) stated that in American primary 

and secondary schools, one third to one half of the pupils 

suffer from achievement anxiety which interferes with their 

achievement level. This indicates that the test scores may 

not provide a valid measure of what some students have 

learned or of what they are capable of learning; they 

likely know more than they are able to demonstrate through 

conventional testing (Covington, 1992). 

To understand the impact of test anxiety on academic 

performance, investigators need to look at the antecedents, 

correlates, and consequences of test anxiety. In addition, 

they need to also specify the impact of worry and 

emotionality on the cognitive, affective, and physiological 

processes that mediate attention, concentration and 

information processing (Spielberger & Vagg, 1995). 

Anxiety has been investigated from different 

aspects. It has been reported recently that anxiety is not 

the only variable related to student performance during 

examinations that causes students to do poorly. Other 

aspects involve the test-exeuninee skills, study habits, and 

differences in ability. Even so, anxiety is considered a 

major determinant of the worry cognitions that contribute 

to the diminishing performance of high anxious students 

(Benjamin, McKeachie, Lin & Holinger, 1981; Birenbaum & 

Pinku, 1997; Naveh-Benjamin, McKeachie & Lin, 1987). 
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Statement of the Problem 

Anxiety generally refers to an unpleasant emotional 

and/or physiological reaction that results from individual 

perception of or approaches to specific situations believed 

threatening (Schwarzer, van der Ploeg and Spielberger, 

1982) . 

Persons with test anxiety become aroused when their 

anxiety response is cued by evaluative testing situations. 

When anxiety initiates arousal above its optimal level, a 

person becomes disorganized and performance is impaired. 

When anxiety is neither too high nor too low, the person 

performs adequately (Carver & Scheier, 1984). 

Research on test anxiety has shifted its emphasis to 

the cognitive and attentional domain (Sarason, 1978, 1980; 

Wine, 1971, 1980, 1982). The focus on cognitive processes 

indicates that the primary cause of poor performance is 

disruption (Carver & Scheier, 1984) . Apparently, it is not 

only arousal level that makes the difference between the 

low or high anxious individual. A test anxious person may 

become self-focused during test evaluation, i.e., students 

shift their attention from the task at hand toward 

themselves and they spend a disproportionate amount of time 

on self to the detriment of the task. Because their 

attention is divided between the task and themselves, they 
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have less attention to devote to the task and performance 

decrement results (Wine, 1971, 1982) . 

The current study addresses test anxiety as one 

variable, among other variables, that may account for poor 

academic performance during test taking. Many students have 

shovm that during test evaluation stress was 

disproportionally high and was manifested in varied and 

extremely high anxiety. Even though some anxious students 

perform better by increasing their efforts, the majority of 

college students perform lower if test anxiety increases in 

test examinations. This might also impose worry about 

upcoming testing and thus leads to additional interference 

with a student's capability to attend and concentrate on 

preparation for a future test. Therefore, the results 

overall indicate an interruption in the academic process 

(Bolbrich, 1993). 

Therefore, the current study investigated the 

effects of test anxiety on college students' performance 

under test-taking conditions. 

The Purpose of the Study 

Test anxiety has been defined as a situational-

specific personality trait with cognitive (worry) and 

affective (emotionality) components (Spielberger, 1980). 

According to this view test anxious students perceive 

examinations as highly threatening and respond to their 
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perception of threat with more intense emotional reactions 

and self-detracting worry cognitions than do students who 

are low in test anxiety. The purpose of this study was to 

investigate how levels of anxiety, as determined by 

cognitive components and affect reactions, influence test 

teUcing and academic performance by college students at 

Kuwait University. 

In sum, this study examines the relationship between 

level of test anxiety on two dimensions, cognitive (worry) 

and emotionality, under test taking conditions on a final 

examination and to examine to what degree these dimensions 

could effect or predict student performance during test 

taking. Further, this was the first study to test the 

reliability of the TAI in a different culture as a measure 

of test anxiety on college level students at Kuwait 

University. 

Significance of the Study 

One goal of this study is to identify the dynamics 

of student anxiety during evaluative testing conditions. A 

futiire goal involves remediation strategies that can be 

applied to help students overcome their anxiety in futxare 

test taking situations. 
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Research Questions 

Seven research questions are examined in this study: 

1. Do males and females differ in their test-anxiety level 

regarding their GPA? 

2. Do low anxious students perform better than high anxious 

students on the midterm exam? 

3. Does test anxiety affect student performance during 

their final exam? 

4. Does gender interact with educational level to influence 

test performance on the final exam? 

5. Is there a relationship, as predicted, by test 

performance and level of anxiety on the final exam score 

between students in the College Education and other 

colleges at Kuwait University? 

6. Do test anxiety levels differ with student educational 

level in test performance in the final exam? 

7. Do cognitive (worry) components affect student 

performance more than emotional components during the final 

exam? 

Summary 

Anxiety is a critical component that inhibits 

performance because emotion and worry can reach such high 

levels that it interferes with test talcing. This research 

sought out answers to this problem. 
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CHAPTER 2 

REVIEW OF LITERATURE 

Test Anxiety 

Anxiety in achievement contexts is usually referred 

to as test anxiety. Tests are Often used in all situations 

in which a student's intellectual abilities are being 

evaluated. Test anxiety is broadly defined as general 

unfavorable feelings of distress, confusion, fear, physical 

malaise, worry or failure, which are experienced when 

individuals are confronted with test situations that they 

perceive as threatening. Indeed, even with other 

perspectives (O'Brien, 1991; Sieber, 1980; Weiner, 1982) 

teUcen into consideration, there is no specific agreement on 

a definition for test anxiety. 

Most research reports that a negative correlation is 

found between measures of test anxiety and achievement on 

tests (Schwarzer, Seipp & Schwarzer, 1989; Hill, 1984a,b; 

Wine, 1971, 1982) . Test anxiety has also been found cunong 

both males and females in every culture, socioeconomic 

level and among all ethnic groups (Covington, 1992) . The 

debilitating effects of test anxiety, which have been found 

in high test anxious individuals, shows that they perform 

more poorly on intelligence tests, achievement tests and 

classroom examinations than low anxious individuals. 



(Sarason, 1980; Wine, 1971, 1980, 1982). Some learning and 

motivational theorists believe that high anxious students 

do not reach their optimal potential because they spend 

less energy and attention on the examination task than on 

themselves, which interferes with cognitive processes. 

Anxiety plays a major role as a function of poor judgment 

(Covington & Omelich, 1985; Sarason, 1980; Wine, 1971, 

1980). 

Although Yerkes and Dodson (cited in Sapp, 1993) 

reported that in some instances moderate levels of anxiety 

can lead to optimal performance on certain tasks, 

performance can decline when anxiety exceeds an optimal 

level. In situations in which anxiety is low or after the 

optimal level is reached, test anxious persons are 

distracted by negative self-evaluative cognitions. 

Thus, it can be seen that the interactive effects of 

test anxiety are affected in complex ways by student 

anxiety levels. Research has shown that low anxious 

students perform better on extremely difficult tests, 

whereas moderate anxious students perform optimally on easy 

tests. However, high anxious students perform poorly on 

both difficult and easy tests (Sapp, 1993). 

Anxiety, Performance, and Cognition 

In early studies, test anxiety was defined by its 

physiological arousal states, such as fear of exams, which 
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did not account for the emotional trait which also 

influenced the perception of exams as threatening. This 

became known as the trait-state theory (Spielberger & Vagg, 

1995). 

Trait-state anxiety theory distinguishes between 

anxiety as a transitory emotional state, a relatively 

stable personality trait and test evaluative conditions. 

The different levels of state anxiety are aroused in 

individuals depending on the levels of trait anxiety they 

possess (Heinrich & Spielberger, 1982) . Since anxiety 

assessment is utilized to assess the intensity of anxiety 

reaction at a specific moment in time, measures are 

logically more likely related to drive or state level than 

trait anxiety personality measures (Heinrich & Spielberger, 

1982) . 

Heinrich & Spielberger (1982), Spielberger (1972) 

and Spielberger and Vagg (1995) defined test anxiety as a 

situation-specific personality trait, stating that high 

test anxious students usually respond with excessive worry, 

self-deprecatory thoughts and intense affective and 

physiological arousal when exposed to examination 

situations. Nevertheless, Spielberger also postulated that 

emotional reactions as well as worry responses contribute 

to the performance decrements of high-anxious individuals. 
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In the trait-state anxiety theory emotionality is 

shown as affecting achievement. On the other hand, 

cognitive theorists view the relationship between test 

anxiety and academic performances as negatively influencing 

achievement. This theory suggests a strong evidence that 

cognitive (worry) components are responses that adversely 

affect performance during exam situations (Hodapp, 1982). 

High test anxious students are characterized by unfavorable 

self-evaluation, largely determined by the cognitive 

(worry) component of test anxiety, which exerts a direct 

influence on achievement (Hodapp, Glanzmann & Laux, 1995). 

As long ago as 1967, two major components had been 

suggested by Liebert and Morris that acted together to 

produce test anxiety: worry and emotion. The worry 

component was identified as a cognitive concern about 

individual performance and consequences of the outcome. 

Emotional components were identified as physiological and 

affective arousal. 

This distinction of the two dimensions has been 

supported by a number of studies in test anxiety, 

suggesting that worry about evaluation is an important 

determinant of behavior performance (Tobias, 1985, 1992; 

Zatz & Chassin, 1985; Prins, Groot & Hanewald, 1994; 

Benjamin, McKeachie, Lin, & Holinger, 1981; Kurosawa & 

Harackiewicz, 1995). Research has also determined that 
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worry correlates strongly and negatively with academic 

performance. High test-anxious students display relatively 

high levels of task irrelevant thoughts which divert 

attention from the task requirements by interfering with 

the effective use of time during test taking. Consequently, 

this affects student perfonnance by diminishing cognitive 

intellectual processes. Mainly the cognitive (worry) 

component has been found to be negatively related to 

achievement, whereas emotion has no consistent relationship 

between scores and individual performance (Dweck & Wortman, 

1982; Spielberger & Vagg, 1995). 

In response, the cause of test anxiety has tended to 

shift toward cognitive theory and away from the cause of 

poor performance as emotional or physical arousal (Wine, 

1971, 1980; Sarason, 1980, 1988). In the literature on test 

anxiety, a number of terms have been applied to cognition, 

such as attentional interference, self-defeating thoughts, 

self-evaluation, self-control, self-focused, self-

depressing, self-preoccupation. It is thought that high 

test-anxious individuals suffer interference with the 

directed attention that is required for successful 

performance. They divide attention between the task 

performed and themselves, resulting in poor performance 

decrement (Wine, 1971, 1982; Sarason, 1980, 1988). 
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Benjamin et al. (1981), Navoh-Benjamin et al. 

(1987), Tobias (1985, 1986, 1992) introduced the 

interference and skill deficit models to explain the effect 

of test anxiety on performance. Birenbaum and Pinku (1997) 

investigated the integrated model combining both 

interference and skill deficit models to explain the effect 

of test anxiety on performance during two different 

conditions, evaluative and non evaluative. They assessed 

student performance on different formats, essay short 

answers and multiple choice, to measure high school 

achievement. They hypothesized that anxiety would occur 

more frequently between information organized skills and 

test performance in test versus non-test conditions. 

The result showed that, to some degree, interference 

influences interactions which emerged in the evaluative 

situation. The skills deficit model showed an interaction 

in both evaluative and non evaluative conditions. 

Therefore, it cannot be assximed that the effect of 

performance is due to organization skills on performance 

decrement. 

Similarly, Sarason (1980, 1988) claimed that 

preoccupation is the primary determinate for individual 

performance in test situations. Sarason identified three 

components; 1) how well individuals perform; 2) how anxious 

they are in specific situations; and 3) the level of 
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automatic arousal as the primary influence of self-related 

thoughts or interference. Thus, interference significantly 

affects the direction of individual thinking by diverting 

attention away from the main task. 

The importance of self-focused attention has been 

associated with self-awareness that is related to the 

tendency to be self-critical (Dweck & Wortman, 1980). 

Therefore, self-preoccupation has properties involving 

relevant and irrelevant thoughts in three directions: 1) 

attention to environmental stimuli, 2) encoding and 3) 

transformation of incoming information and selection of 

overt response (Sarason, 1988). 

To further the research on self-focused attention, 

Kurosawa and Harackiewicz (1995) investigated test anxiety 

and self-awareness. They examined the role of self-

awareness in test anxious individuals to determine why they 

performed poorly on a series of word puzzles. The role of 

self-awareness in test anxiety performance was assessed to 

determine the affects of using cognitive tasks as a 

mediator under evaluative, self-awareness, and neutral 

conditions. The results indicated that test anxiety led to 

poor performance in both evaluative and self-awareness 

situations and that the cognitive mediator played a major 

role on test anxiety effect which strongly supported the 

cognitive interference approach (Sarason, 1980 1988; Wine, 
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1971, 1982) . The performance of test anxious students may 

be explained by a cognitive variable to determine the 

tendency to engage in certain kinds of cognitive activity 

on evaluative-situation stress. Kurosawa and Harackiewicz, 

(1995) concluded that evaluation and self-awareness 

situations have similar harmful effects on the performance 

of high test-anxious students whereas the effect of test 

anxiety in a neutral situation was positive. When the 

students were told to perform in a normal way for 

enjoyment, the higher test anxious students did better on 

task performance. The results strongly indicate that 

attention to the properties of situations and personality 

attributes makes test anxiety and performance more 

xinder standab le. 

Contrary to the findings of the cognitive theorists, 

Zatz and Chassin (1985) questioned the earlier research on 

test anxiety, cognitions and task performance. They 

hypothesized that cognitions may exert only a small affect 

on task performance. Their research looked at the validity 

of the assumption of Wine (1971, 1982), Sarason (1980) and 

Tobias (1985, 1986, 1992) that high anxious children's 

cognition was task debilitating, while low anxious children 

cognitively were facilitating. Their findings contradicted 

their hypothesis and support the cognitive theory. 
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Anxiety and Gender 

The negative relationship between anxiety and 

academic performance is frequently reported to be greater 

for females than males (Di Maria & Di Nuovo, 1990; Plass & 

Hill, 1986). Couch, Garber and Turner (1983) reported that 

there was a relationship between the facilitating or 

debilitating type of test anxiety and gender differences. 

In Couch, et al, males were found to have more facilitating 

test-anxiety than females. 

Di Maria and Di Nuovo (1990) contend that 

facilitating and debilitating anxiety does not necessarily 

reflect differences in worry and arousal levels in males 

and females. The facilitating or debilitating effect may be 

due to the individual's expectancy of being able to cope 

with the situation. 

In another study Plass and Hill (1986) demonstrated 

that high anxious boys show poor performance under time 

pressure, low anxious boys and high anxious girls perform 

better and appear to be facilitated by the evaluative 

pressiire. Results also indicate that optimal test 

performance occurs for low anxious female and male 

students. Moderate anxious students, especially girls, show 

inaccurate but slow rate of performance, while high anxious 

students, especially boys, showed a fast inaccurate 

strategy. 
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In a later study, Williams (1996) designed a study 

to assess the amount of test anxiety reported by honor 

students during evaluative situations to determine the 

relationship between the two components of test anxiety, 

worry and emotion, and test performance. The study also 

examined gender differences on test anxiety and test 

performance among high achievers in high school. The 

results indicate that all students suffer from test 

anxiety, but in William's research, more female students 

more readily reported test anxiety than did male students. 

Females students reported experiencing higher worry than 

emotionality during test taking than males. Males reported 

a slight difference between the two cognitive (worry) and 

emotional components, but this may be due to the reluctance 

of males to admit anxiety. Williams cautions that these 

results may differ when compared with a more heterogeneous 

grcup. 

Overall, research on gender differences on test 

anxiety in test performance tends to show that in male 

subjects, worry is correlated with a poor performance, 

while for females, emotion appears to affect performance. 

Students experience a debilitating test motivation 

often show poor performance on achievement tests. These 

tests have properties that serve the interfering effects in 

test situations, such as time pressure, very difficult 
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material and complex testing formats and instructions 

(Birenbaum & Pinku, 1997; Hill & Eaton, 1977; Onwuegbuzie & 

Seaman, 1995; Plass & Hill, 1986; Prins, Groot & Hanewald, 

1994; Zatz & Chassin, 1985). Some researchers (Stipek, 

1993) have designed tests that minimize these effects in an 

attempt to provide a more accurate assessment of what 

students have learned. 

Time Pressure and Threatening Conditions 

Researchers (e.g., Onwuegbuzie & Seaman, 1995; Plass 

& Hill, 1986) examined students xinder varying threatening 

conditions during evaluative and non-evaluative situations. 

They found that low test-anxious individuals performed 

better than high-anxious persons during stress conditions. 

The results provide evidence that psychological stress 

stimuli largely increases emotional arousal for high trait 

anxious persons more than for low trait anxious persons 

(Heinrich & Spielberger, 1982). 

Onwuegbuzie & Seaman (1995) and Plass and Hill 

(1986) have also discovered that examination time 

constraints are an important factor that contributes to the 

test anxiety variable which influences test performance in 

test taking. The relationship between time pressure and 

performance on evaluative situations was examined. 

Onwuegbuzie & Seaman (1995) conducted an investigation on 

how time constraints affect the test perfoirmance of 
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students and how their anxiety differs when taking 

statistics tests during two different conditions. Time and 

untimed tests were administered to graduate students 

enrolled in an inteinaediate statistics-level course to 

determine whether students fell into the high or low test 

anxiety category. The results showed anxiety affected 

students differently under the two examinations conditions 

in that both low and high anxious students performed better 

on the final course examination on untimed conditions than 

on timed conditions. However, the untimed examination was 

found to be more advantageous for high anxious students 

than for low anxious students. 

It is noteworthy that the results were consistent 

with the conceptual framework of Plass & Hill (1986) , 

Hunsley (1987) and Wine (1980) . The differences between 

high and low anxious students in evaluative situations are 

their motivational tendency and attentional focus on- or 

off-task that can provoke task irrelevant thoughts and 

divert cognitive effort in different directions. 

Hill and Eaton (1977) reported that high-anxious 

children performed poorly under time pressure, taking twice 

as much time and making three times as many errors as low 

anxious children. However, on non time pressure high test 

anxious children performed similar to low and middle 

anxious children. 
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Plass and Hill (1986) also examined how test anxiety 

affects children in time pressure and non-time pressure 

conditions. Their results were consistent with Hill's and 

Eaton's study. 

Test Instructions 

O'Neil (1972) investigated the effect of ego-

threatening instructions on the performance of high and low 

anxious college women under two conditions: stress with 

negative feedback and non-stress with non-negative 

feedback. The results indicated that on negative feedback, 

high anxious students made more errors than low anxious 

students. The effects of positive and negative feedback as 

a stressor variable on task performance for low, moderate, 

and high test anxious students suggested that those who 

receive negative feedback do more poorly on task 

performance than a low or medium anxious student (Heinrich 

& Spielberger, 1982). 

Test instructions are variables that influence the 

test-taker and increase or decrease the level of anxiety. 

Research showed that test-oriented instructions increased 

anxiety for high anxious students and resulted in 

decrements in their performance in test situations. Two 

kinds of instruction techniques have been used to evoke 

test anxiety: ego-involving instructions emphasizing an 
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evaluative aspect on the test and negative feedback and 

non-threatening (non ego-involving instruction) conditions 

(Meyers & Martin, 1974). Meyers and Martin reported that 

high anxious students working under stressful ego-involving 

instruction conditions made significantly more errors than 

low anxious students. 

Task Difficulty 

There are several other important variables that 

illustrate the complexity of the relationship between 

anxiety and performance. One variable is task difficulty. 

The more difficult the task, the more likely that anxiety 

will produce undesirable effects, resulting in poor 

performance by high anxious students. In contrast, the 

easier the task, the more likely that lack of anxiety will 

facilitate the performance. Pres\amably, test anxiety has 

the same differential effects on performance, depending on 

the test's difficulty level (Ball, 1995). For example, on 

research by Hunsley (1987), Ouwuegbazie (1995), and Zeidner 

(1991), a negative reaction was found between statistics 

and science. Zeidner has suggested that performance on 

statistics tests is adversely affected by student anxiety 

toward subject matter. On the other hand, other researchers 

(e.g., Hunsley, 1987) who examined the role of cognitive 

processes in math anxiety attributed the debilitating 
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performance to the student's ability and the difficulty of 

the examination. 

Anxiety and Motivation 

Anxiety and Ability 

When a performance goal is adopted, the self-concept 

of ability becomes an important determinant of student 

achievement-related behaviors. Because the focus is on 

ability and normative performance, students with a low 

self-concept of ability are less likely to chose 

challenging tasks. Self-concept of ability is a significant 

mediator of cognitive (worry) affect and behavioral 

variables when students focus on doing better than others, 

rather than focusing on trying and learning (Covington & 

Omelich, 1984; Dweck, 1986). 

This view of ability on performance received support 

in recent research by Covington and Omelich (1984), Wentzel 

(1991), Nicholls (1984), and Overwalle (1989) who found 

that students who focus on their self-concept of ability or 

competence experience a major determinant for academic 

performance. To maintain self-worth, they attempt to 

maintain positive perceptions of their competence. In 

contrast, students who adopt avoidance of challenging tasks 

or negative affect following failure accompanied by 

judgment (Nicholls, 1984) tend to focus on the 

characterization and demonstration of relative ability 
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rather than progress in learning or task performance 

(Covington, 1992; Nicholls, 1984). 

Anxiety and Attribution Theory 

The attributional approach to achievement motivation 

and performance is based on the assumption that the 

perceived causes of an outcome largely determine individual 

reactions, such as expectations of failure or success, 

emotional well being and subsec[uent past performance. 

Therefore, attribution theory hypothesizes that behavior is 

based on causal attributions, expectations and emotions 

(Weiner, 1985, 1986). Overwalle (1989) indicates that both 

causes for success and failure of expectancy and affective 

consequences together are the critical determinants of the 

perforaance of college students. 

Motivation and cognitive approaches provide 

explanations for poor performance are provided. From this 

perspective, Wiener (1985, 1986) assumed that feelings of 

fear of failure reduce individual tendency to contribute 

all resources to a task, instead shifting the focus from 

the task to oneself. 

Attribution theory, which focuses on the reasons for 

the outcome of performance, may provide causal explanations 

for the nature of test anxious students. A number of 

studies (Arkine, Kolditz & Kolditz, 1983; Bandalos, Yates & 

Thorndike-Christ, 1995; Wine, 1980) have reported that high 
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test anxiety in students is attributed to failure from 

internal stable variables, such as lack of ability, and 

success is attributed to internal unstable variables, such 

as effort. Hill and Wigfield (1984) claim that high anxious 

children are fearful of failure. They tend to choose easy 

tasks to avoid highly evaluative situations in order to 

perform successfully. 

Covington (1984, 1992), on the other hand, 

attributed the poor performance of test anxious students to 

adverse or unwilling effects of cognition (worry) during a 

test situation; that is, students fall behind and criticize 

themselves severely for forgetting the answers and are 

fearful to recall material. 

Bandalos et al. (1995) , who proposed a complex model 

for perceived self-efficacy and attributions for failure 

and success on test performance, investigated the effects 

of math self-concepts. The results indicate that the 

relationship between attributions for failure and success 

and test anxiety were consistent with Arkin et al., (1983) 

in that high anxious students attribute their failure to 

lack of ability or external factors, while low anxious 

students attribute failure to lack of effort. 

Wiener (1975, 1985, 1986) proposed an attribution 

theory of achievement motivation in which causal 

attribution for failure and success was based on past 
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performance experience. Past experience of failure or 

success had no direct affect on achievement or behavior, 

but had an indirect influence via expectancies and 

feelings, which serve as mediators. Variables, such as 

pride and shame, are also related to actual performance and 

expectancies of future performance. Weiner implies that 

expectancies and affect do not contribute to performance 

and are just a consequences or product of causal thinking. 

The research presented in this section analyzed the 

nature of the performance decrement as well as examined 

conditions associated with several variables on test 

anxiety and performance. The literature has provided a 

review of test anxiety from different cognitive and 

motivational perspectives on a wide variety of situational 

variables on performance, such as time pressure, teaching 

conditions, math ability, ego-involving instructions, 

expectations, and fear of failure. 

Summary 

A number of conclusions can be drawn from the 

literature. 

1. The primary cause of poor performance is cognitive 

(worry) components more so than emotional components on 

test taking. 
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2. The distinction between the level of elevation of 

anxiety on individuals differs as a result of trait 

personalty and experiences in test evaluation. 

3. High test-anxious individuals tend to perform more 

poorly on cognitive tasks than low test anxious 

individuals. 

4. High test anxious individuals tend to report a greater 

occurrence of task-irrelevant thoughts during test 

performance, resulting in self-deprecation which affects 

performance. 

5. Differences in performance among high and low test-

anxious individuals are related to task difficulty and 

complexity. 

6. Differences in performance between high and low test 

anxious students under threatening conditions, such as time 

pressures, subject matter, and personal ability, increase 

individual evaluation apprehension. 

7. The relationship between high test anxiety and academic 

performance negatively influences achievement. 
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CHAPTER 3 

METHODOLOGY 

In this study attention was concentrated on 

examining the role of cognitive and emotional components of 

test anxiety on the performance of both high and low test 

anxious students during test-tailcing. 

Participants 

During the spring semester of 1997, 667 full-time 

undergraduates enrolled in 18 classes given by the College 

of Education at Kuwait University were selected as the 

final participants in this study. The 18 classes were from 

four different Departments: 13 classes in the Educational 

Psychology Department, two classes from the Educational 

Administration Department, two classes in the Foundational 

Education Department and one class from the Curriculum and 

Instruction Department (see Table 1) . After the first and 

second administration of the TAX, 221 students were 

eliminated either because they dropped the course, did not 

complete the pretest questionnaire in the first 

administration, or the posttest questionnaire in the second 

administration. The final sample consisted of 446 students 

who participated in the study. 



Table 1. 

Courses selected for the derived sample 

Course Title Course # Units No. of Classes 
in the Study 

Educational Psvcholoav fEDP) 

Educational Psych 1 331 3 6 

Measurement & Evaluation 431 3 6 

Prin. of Educ. Psych 131 3 1 

Educational Administration 

School Administration 413 3 2 

Foundation of Education 

Dev. of Educ. Theory 421 3 1 

Foundations of Educ. 222 3 1 

Curriculum & Instruction 

Sch. Curriculum & Instruction 357 3 l 
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Students were divided into three groups of low, 

moderate, and high anxious students, based on the 

percentile rank. Low anxious students scored <37, 25 

percentile (22.9%) (n=102). Moderate anxious students 

scored >37 but <55, 50 percentile (54.5%) (n=243). High 

anxious students score >55 in the 75 percentile (22.6%) 

(n=101) to place in categories (see Table 2). 

The sample included 365 (81.8%) females and 81 

(18.2%) males (see Table 3). There were 426 (81.8%) 

students from the College of Education and 20 (4.5%) 

students from different college (see Table 4). The 

educational levels of the students are 50 freshman (11.2%) , 

181 sophomores (40.6%), 106 juniors (23.8%), and 109 

seniors (24.4%) (see Table 5). The participants's age 

ranged from 17 to 35 years old. M=21.02; SD=.216 (n=446) . 

Instrumentation 

The Test Anxiety Inventory (TAI) (see Appendix A for 

the English version and Appendix B for the Arabic version) 

is a 20 item self-report psychometric questionnaire adopted 

from Spielberger (1980), and modified and translated into 

Arabic for use in Egypt by El-Zahhar (1985) . In this 

research, the English version was translated into the 

classical Arabic language by five native Egyptians who were 

attending American universities. The classical Arabic 

language is the accepted form of written comm\uiicatlon in 
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Table 2. 

Level of test anxiety 

Anxiety Level Frequency Percent Valid 
Percent 

Cximulative 
Percent 

Low 102 22.9 22.9 22.9 

Moderate 243 54.5 54.4 77.1 

High 101 22.6 22.6 100. 0 

Total 446 100.0 100.0 

Total 446 100.0 

Table 3 

Gender of Student 

Gender Frequency Percent Valid Cumulative 
Percent Percent 

Male 81 18.2 18.2 18.2 

Female 365 81.8 81.8 100.0 

Total 446 100.0 100.0 

Total 446 100.0 
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Table 4 

Students in College of Education 

Status Frequency Percent Valid 
Percent 

Cumulative 
Percent 

Yes' 426 95.5 95.5 95.5 

No^ 20 4.5 4.5 100.0 

Total 446 100.0 100.0 

Total 446 100.0 

'Yes = Students in College of Education 
^No = Students not in College of Education 

Table 5 

Educational Level 

Grade Level Frequency Percent Valid Cumulative 

Percent Percent 

Freshman 5 0 

Sophomore 181 

Junior 106 

Senior 109 

Total 446 

Total 446 

11.2 

40. 6 

23.8 

24.4 

100.0 

100.0 

11.2 

40.6 

23 .8 

24.2 

100.0 

11.2 

51.8 

75.6 
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Egypt. The experts used two methods: a committee method and 

an item response method. The experts then compared their 

translations and arrived at a consensus version. In the 

second phase of the translation, the consensus version was 

evaluated and revised by three bilingual Arabic researchers 

who were also familiar with test construction procedures. 

The Arabic TAI questionnaire has been administered in 

Arabic countries of Jordan, Egypt and Saudi Arabia (Hocevar 

& El-Zahhar, 1992). 

The TAI questionnaire encompasses two dimensions 

that have been found to account for the performance deficit 

of high anxiety subjects. One dimension identifies 

differences between anxious and non-anxious subjects during 

test taking on a general factor of emotionality. The second 

dimension emphasizes the effects of task-irrelevant 

responses caused by cognitive components (worry) that 

affect infonnation retrieval. In other words, at the time 

of information retrieval, anxiety interfering cognitions 

are experienced more by high anxious students than low 

anxious students. 

Thus, the questionnaire contains subscales of affect 

reaction (emotionality) and cognitive components (worry) to 

measure level of anxiety. The worry dimension involves 

cognitive interference with test-tcdcing, (e.g., "Thoughts 

of doing poorly interfere with my concentration on tests"). 
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The emotionality dimension involves perceived autonomic 

nervous reactions or affect to examination stress (e.g., "I 

feel very panicky when I take an important test.") 

In the TAI, each of the subscales consist of eight 

items (see Appendix A). Items #3, A, 5, 6, 1, 14, 17, and 

20 determine worry (e.g., # 7 states "Thoughts of doing 

poorly interfere with my concentration on tests), and items 

#2, 8, 9, 10, 11, 15, 16, and 18 determine emotionality 

(e.g., #9 "Even when I'm well prepared for a test, I feel 

very nervous about it). 

The remaining four items #1, 12, 13, and 19 are not 

added as part of the student score although they contribute 

to the total TAI scale developed by Spielberger (1980, 

p. 1). These four items (e.g., #13 states "During important 

tests I am so tense that my stomach gets upset") had high 

ratings on both factors for worry and emotionality, but not 

on the individual subscales of worry or emotionality 

(Spielberger, 1980, p. 11) . 

The response format is a Likert-type rating scale 

where 1 = Almost never; 2 = Sometimes; 3 = Often; and 4 = 

almost always. As a result, the highest student score 

possible for total high anxiety is 80, if "4" (almost 

always) is chosen for all 20 questions. However, student 

responses are weighted ranging from 8 to 32 because each 
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subscale consists of eight items (Spielberger, 1980, 

p. 1-2). 

A pilot study was conducted with participants in 

three Family Education courses selected from the 

Educational Psychology Department at Kuwait University on 

May 13, 1997, five days before the first administration 

(pretest). Eighty one students completed the questionnaire 

without mentioning their name or student identification 

number. The sample was used to determine the reliability of 

the TAI measures in general anxiety and the two subscales 

of worry and emotional components, consisting of 8 items 

each, for students at Kuwait University. 

Total scores were derived using a 4 point scale. 

Items denoted by (+) signs were positively related to the 

test anxiety inventory and are reverse-coded so that a high 

total score reflects high test-anxiety. For item 1, the 

scoring weights are reversed; 4, 3, 2, and 1 become 1, 2, 

3, and 4, i.e., 1 equals "almost never" which indicates low 

test anxiety and 4 equals "almost always" or high test 

anxiety. The (-) sign indicates questions negatively 

worded. 

The TAI scale and subscales showed high internal 

reliability. The internal consistency (a) of 1) general 

anxiety was .89, 2) the emotional component was .89 and 3) 

worry was .77. Individual item correlations are located in 

Tables 6, 7, and 8. 
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Table 6 

Item total scale correlations for the Arabic version of the pilot 

studv for the TAI 

Item Correlation 

E10pa« (-) .5879 

Ellpoo. {-) .7465 

B15pa« (-) .7409 

ElSpOo. (-) .7700 

E18pa« {-) .6426 

E2pa« ( -) .6271 

ESpBoi ( -) .6145 

E9pa. ( -) .5933 

G12pa- {-) .2863 

(-) .2730 

G19pa- (-) .4464 

Gljo- ( *) -.1886 

W14^ {-) .5639 

W17^ {-) .6466 

W20^ {-) .5947 

W3pa. ( -) .2945 

W4,a=. ( -) .4237 

W5^ ( -) .4644 

W6^ ( -) .3777 

W7pa, ( -) .5645 

E = Emotion; G = General Anxiety; W = Worry; pilot = pilot study; 

(-) = negatively worded questions; (+) = positively worded questions 

Reliability Coefficients: N of Cases = 81.0 

Alpha = .89 N of Items = 20 
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Table 7 

Item subscale of correlations of the Arabic version of the 

emotional comtaonent for the Pilot Study 

Item Correlation 

ElOpaot (-) .6177 

Ellpijot (-) . 6867 

ElSpik* (-) .7920 

E16pito. (-) .8204 

ElSpOo. (-) .6013 

^2^ ( -) .5543 

ESpacc ( -) . 6482 

E9^ ( -) .6565 

E = Emotion; pilot = pilot study; (-) = Question negatively 
worded 

Reliability Coefficients 

N of Cases =83.0 N of Items = 8 

Alpha = .89 
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Item subscale correlations of the Arabic version of 

the cognitive (worrv) component for the pilot studv 

Item Correlation 

W14pito. (-) .5196 

W17pi^ (-) .5745 

(-) .4958 

W3paot ( -) .2953 

W4pfl« ( -) .4990 

W5pa« ( -) .5216 

W6paoc ( -) .4988 

WVpifc, ( -) .4469 

Reliability Coefficients 

N of Classes =84 N of Items = 8 

Alpha = .77 

W = Worry; pilot = pilot study (-) = Questions negatively 

worded 
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As a result of the pilot study, two subscale items, 

4 and 5, were modified to better reflect the Kuwait culture 

and its dialect (see Appendix A and B). Subscale item 4 in 

English is: "I freeze up on important excims." It was 

changed 

in the Kuwait version to read "I can't handle myself 

mentally during an important examination." Subscale item 5 

in English is "During exams I find myself thinking about 

whether I'll ever get through school." It was changed in 

the Kuwait version to read "During exams I find myself 

thinking about whether I'll ever get through the 

university." 

Procedures 

A consent form (see Appendix C for English version 

and Appendix D for the Arabic version) was given to the 

students at the first administration of the questionnaire. 

The researcher (author) briefed the students that there 

were no correct or incorrect answers. He asked them to 

answer the questionnaire items by filling in the blanks and 

signing the last sheet of paper attached to the 

questionnaire, giving permission to the researcher to 

access academic records for their GPA, student 

identification number, accxomulated units passed, date of 

birth, course grade and accumulated units registered. The 

form also included a letter explaining the research purpose 
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and the expected duration of the subject's participation. 

Students were asked to read the cover letter and sign the 

Statement of Informed Consent (see Appendix C) . The 

students were informed of the confidential manner in which 

the questionnaire would be treated and that participation 

was voluntary. Students were assured that refusal to 

participate would not involve a penalty or loss of benefits 

to which the student is otherwise entitled, and that the 

student may discontinue participation at any time. A copy 

of the letter was attached to the questionnaire at the 

first administration, signed, and returned to the 

researcher. 

The students were assessed at different points in 

time (see Table 9) . The first administration (pretest) was 

administered between May 17 and May 31, 1997, one to six 

weeks before the final exam. At this time students' 

identification number, sex and age were mandatory and their 

name was optional. The questions were answered by circling 

the appropriate number, using a likert-type scale in which 

1 = almost never, 2 = sometimes, 3 = often, and 4 = almost 

always. The questionnaire was used administered to 

determine how students generally feel toward examinations. 

The second administration (posttest) was administered 

between June 8 and June 29, 1997 immediately after the 

final examination. While the questionnaire was the same for 
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Table 9 

Schedule of classes for pretest and posttest: 

administration of the TAI 

Course Title & No. Pretest Posttest 

Educational Psych 1 

57/331 5/17/97 
56/331 5/17/97 
51/331 5/18/97 
58/331 5/19/97 
54/331 5/19/97 
01/331 5/20/97 

Measurement & Evaluation 
51/431 5/17/97 
51/431 5/18/97 
01/431 5/18/97 
56/431 5/19/97 
53/431 5/20/97 
52/431 5/26/97 

Principle of Educ. Psych 
51/131 5/25/97 

School Administration 
11/413 5/25/97 
09/413 5/31/97 

Dev. of Education Theory 
53/421 5/21/97 

Foiindation of Education 
01/222 5/25/97 

School Curriculum & Instruction 
02/357 

5/28/97 

6/8/97 
6/21/97 
6/8/97 
6/29/97 
6/21/97 
6/29/97 

6/24/97 
6/8/97 
6/26/97 
6/24/97 
6/26/97 
6/21/97 

6/29/97 

6/10/97 
6/23/97 

6/21/97 

6/28/97 

6/21/97 
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both pretest and posttest, the students were now asked to 

indicate how they felt immediately after the final exaun. 

Internal reliability of the final TAI-adapted instrvunent 

used in this study was examined. Internal consistency of 

the pre-questionnaire of the TAI Arabic version, which 

occurred between the midterm and the final excim, was 

calculated from the final research sample of 446 

undergraduate college students at Kuwait University. The 

coefficient alphas for the pre-questionnaire were .91 for 

the 20 items of general anxiety, .90 for the worry subscale 

of 8 items and .79 emotional subscale of 8 items (see 

Tables 9, 10, and 11). The internal consistency was also 

examined for the post questionnaire administrated 

immediately after the final exam. The coefficient alphas 

for the post questionnaire were .93 for general anxiety, 

.86 for the worry subscale and .91 for the emotional 

subscale (see Table 12, 13 and 14). 

A two-way ANOVA was used for assessing the level of test 

anxiety (low-moderate-high) by gender on the three 

dependent measures: GPA, midterm score and final exam 

score. GPA was used to indicate students' past achievement, 

midterm scores as an index for prior knowledge, 

and final exam score as an index for student test 

performance. 
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Table 10 

Item total scale correlations for the Arabic version for the first: 

administration of the TAI 

Item Correlation 

E10p„ (-) .6388 

Ellp„ (-) .7352 

ElSp, (-) .7326 

E16p„ (-) .7098 

ElSp, (-) .6886 

E2^ ( -) .6036 

B8p„ ( -) .6914 

Gl2p« (-) .3286 

G13^ (-) .4614 

G19^ (-) .5063 

wiv (-) .5847 

W17p„ (-) .4996 

W20^ (-) .7131 

W3p„ ( -) .4473 

W4p„ ( -) .5709 

W5p„ ( -) .4426 

W6p„ ( -) .4663 

W7p, ( -) .4740 

Glp„ ( + ) .4173 

E9^- ( -) .6386 

Reliability Coefficients N of Cases = 421.0 

Alpha .9165 N of Items = 20 

(-) = question negatively worded; (-•-) = question positively worded; 

E = Emotion; G = General anxiety; W = Worry; Pre = Pretest 
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Table 11 

Item total subscale correlations for the Arabic 

version of the emotional component for the first 

administration of the TAI 

Item Correlation 

E10p„ (-) . 6836 

Ellp„ (-) .7400 

E15p„ (-) .7371 

E16p„ (-) .7368 

E18p„ (-) . 6913 

E2p„ ( -) . 6148 

E8p„ ( -) .6567 

E9p„ ( -) .6519 

Reliability Coefficients 

N of Cases = 437.0 N of Items = 8 

Alpha = .9008 

E = Emotion; Pre = Pretest; (-) Questions negatively worded 



58 

Table 12 

Item total subscale correlations for the Arabic version of 

the cognitive fworry^ component for the first 

administration of the TAI 

Item Correlation 

W14p« (-) .5538 

W17p„ (-) . 5082 

W20p„ (-) .6256 

W3p„ ( -) .4332 

W4p„ ( -) .5482 

W5p„ ( -) .4796 

W6p„ ( -) .4450 

W7p„ ( -) .4935 

Reliability Coefficients 

N of Cases = 434.0 N of Items = 8 

Alpha = .7999 

W = Worry; Pre = Pretest; (-) = Questions negatively worded 
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Table 13 

Item total scale correlationa for the Arabic veraion of the second 

administration of the TAI 

Item Correlation 

ElO^ {-) .6471 

Bllp« (-) .7790 

B15^ {-) .7551 

E16pe. (-) .6977 

E18^ (-) .7033 

E2^ (-) .6648 

E8p« (-) .7246 

E9p« (-) .7138 

G12^ {-) .2402 

G13^ (-) .5947 

G19^ (-) .6016 

Glpc- ( + ) .3904 

W14p« (-) .6232 

W17,^ (-) .5631 

W20p,. (-) .7165 

(-) .6292 

W6p« (-) .5766 

W5p« (-) .5322 

(-) .7186 

(-) .5757 

Reliability Coefficients K of Cases = 425.0 

Alpha = .9349 N of Items = 20 

(') = Question negatively worded; (+) = Question positively worded; 

E - Emotion; G » General Anxiety; W Worry; Post - Posttest 
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Table 14 

Item total subscale correlations for the Arabic version of 

the emotional component of the second adTtiini st-ration of the 

TAI 

Item Correlation 

E10po« (-) .6795 

Ellp„« (-) .7709 

E15p„^ (-) .7656 

E16po« (-) .7398 

E18po« (-) .7000 

1
 

C
M
 

-) .6511 

I
 

0
0
 H
 -) .7097 

E9po^ ( -) .7062 

Reliability Coefficients 

N of Cases = 436.0 

Alpha = .9126 

Post = Posttest; E = Emotion; 

worded 

N of Items = 8 

(-) = Questions negatively 
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Table 15 

Item total subscale correlations for the Arabic version of 

the cognitive fworrv^ comtaonent of the second 

administration of the TAI 

Item Correlation 

W14p^ (-) .6277 

W17p^ (-) .5955 

W20p^ (-) .6540 

W3po« ( -) .5657 

W4p^ ( -) . 6948 

W5p«, ( -) .5554 

W6p«, ( -) .5813 

W7p^ { -) . 6265 

Reliability Coefficients 

N of Cases = 439.0 

Alpha = .8630 

Post - Posttest; W = Worry 

worded 

N of Items = 8 

N of Items = 8 

(-) = Questions negatively 
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CHAPTER 4 

RESULTS 

Data Analysis 

Data was analyzed using the Statistical Package of 

Software (SPSS) for Windows Version 7.5. The data is 

organized on a numerical fixed format. The General Linear 

Model (GLM) General Factorial Analysis was used to assess 

the effect of test anxiety on test performance on the final 

exam as a dependent measure. Four steps are involved in the 

statistical analysis: 

First, the correlational analysis procedures 

(Pearson Product-moment and partial correlations) were 

computed between the two subscales of cognitive (worry) and 

emotional components at first and second administration, 

midterm exam score, final exam score, course grade, GPA, 

and level of test anxiety. Score, midterm score and final 

exam score were calculated. 

Second, a two-way ANOVA procedure was conducted to 

assess the level of test anxiety (low-moderate-high) 

by gender on the three dependent measures, GPA, midterm 

score, and final exam score without controlling for 

ability as indicated by students' GPA scores for past 

achievement. 
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Third, a comparison was also implemented between the 

two subscales of cognitive (worry) and emotional components 

in both administration before and after final examination 

in order to answer the seven research questions. 

Fourth, further analysis involved a one-way ANOVA 

procedure applied to assess the level of test anxiety by 

gender on final exam score filtering for females and males 

separately with and without controlling for GPA. 

Correlational Analysis Procedures 

The objective for conducting Pearson Product-moment 

Correlations on dependent variables is to determine general 

trends in the data of the study. First, correlations were 

computed (see Table 16) between the subscales of cognitive 

(worry) and emotional components. Then correlations were 

computed between the subscales of cognitive (worry) and 

emotional components with midterm score, GPA, final score, 

course grade and level of anxiety at the first and second 

administration to better understand the relations among 

variables prior to pursuing further statistical analysis in 

depth. 



Table 16 

Correlation matrix for dependent variables of the cognitive (vorrw)/emotional 

subscales of TAI at first and second administration, midterm score, final exam 

score, course grade. GPA. and level of test anxiety 

COGVPRE' EMOTPRE^ COGVPOST^ EMOTPOST* MIDSCORE' PINSCORE* GRADE' GPA' 

EMOTPRE .742** 

COGVPOST .693** .602** 

EMOTPOST .613** .719** .778** 

HIDSCORE .032 .079 -.010 .002 

FINSCORE -.074 -.062 -.064 -.034 .066 

GRADE -.085 -.004 -.109* -.044 .173** .737** 

GPA -.259** -.074 -.184** -.047 -.104* .342** .497** 

ANXLEVEL' .814** .838** .612** .684** .100* -.113* -.076 

'Cognitive component subacale at first administration. 

^Emotional component subscale at first administration. 

^Cognitive component at second administration, 

^motionai component subscale at second administration. 

Midterm score points. 

^inal exam score points. 

'course grade in percentage. 

*Grade Point Average 

'Level of test anxiety. 

** p< .01 

* p< .05 
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Relations among Cognitive (Worry) and Emotional 

Subscales with Midterm, GPA, Final Exam, 

Course Grade and Level of Test Anxiety 

The Pearson Product-moment Correlations were 

calculated between all pairs of dependent and independent 

variables to determine the magnitude of the correlations 

with the level of test anxiety (see Table 17) . Level of 

test anxiety is defined as general anxiety which occurs 

during test taking and categorized as low, moderate and 

high based on the total score of TAI. A positive 

significant relationship was found between the two 

subscales of the TAI cognitive (worry) and emotional 

components at the first administration (pretest), r = .74 

(p=.01). A positive significant correlation was found 

between the cognitive (worry) component at first 

administration (pretest) and level of test anxiety, r = .81 

(p=.01). A positive significant correlation was found 

between the cognitive (worry) component at the first 

administration (pretest) cognitive (worry) and emotional 

components at the second administration (posttest). The 

correlation was r = .69 (p=.01) and r = .61 (p=.01), 

respectively. The correlation analysis shows that there is 

a positive significant relationship between the two 

subscales of cognitive (worry) and emotional components 

with level of test anxiety. 
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Table 17 

Means and Standard deviation of dependent variables 

M (H) 

COGVPRE' 16.51 4.74 446 

EMOTPRE^ 19.54 6.04 446 

COGVPOST' 16.90 5.38 446 

EMOTPOS'T' 18.94 6.02 446 

MIDSCORE^ 25.442 7.266 445 

FINSCORE*' 35.099 7.442 445 

GRADE' 77.268 9.229 445 

GPA* 2.489 .525 446 

ANXLEVEL' 2.00 .68 446 

'Cognitive component subscale at first administration. 

^Emotional component subscale at first administration. 

'Cognitive component at second administration. 

^Emotional component subscale at second administration. 

Midterm score points. 

^Final exam score points. 

'Course grade in percentage. 

'Grade Point Average. 

'Level of test anxiety. 
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However, a low negative correlation was found 

between the cognitive (worry) component at first 

administration (pretest) and final exam score, r = -.07, 

course grade, r = -.08, GPA, r = .25 (p=.Ol). A low 

positive correlation was found with midterm score, r = .03. 

The correlation analysis shows there is a negative 

correlation between cognitive (worry) component and level 

of test anxiety with GPA at the first administration 

(pretest). 

The emotional component subscale at first 

administration positively correlated with both the 

cognitive (worry) component subscale and emotional subscale 

at the at the second administration (posttest). The 

correlations were r = .60 (p=.01) and r = .71 (p=.01), each 

was positive and significant. 

In contrast, negative correlations were found 

between emotional subscale (pretest) and final exam scores, 

£ = -.06, course grade, r = -.00 and GPA r = -.07. These 

scores indicate a low negative correlation between reported 

experience of test anxiety and test performance measures. 

The indicator also showed a strong positive correlation 

with levels of test anxiety, r = .83 (p=.01), poor 

correlation was obvious in the midterm score, r = .07. At 

the second administration (posttest), similar results were 

obtained for the cognitive (worry) component subscale with 
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emotional component subscale and level of test anxiety, r = 

.77 (p=.01) and r = .61 (p=.01), respectively. A low 

negative correlation was found between cognitive (worry) 

subscale at second administration (posttest) with midterm 

score, £ = -.01, final exam score, r = -.06, course grade, 

r = -.10 and GPA, r = -.18. The correlation analysis shows 

a positive significant relationship between cognitive 

(worry) component at the second administration (posttest) 

with emotional components at second administration 

(posttest) and level of test anxiety. The remaining 

measures (midterm, final exam score, course grade, and GPA) 

show a low negative relationship. 

At second administration (posttest), the emotional 

component subscale correlated significantly r = .68 (p=.01) 

with test anxiety level and negatively with final ex2un, 

r = -.03, GPA r = -.04, course grade r = -.04, midtenn 

r = .00, respectively. 

The correlation across final exam score was exzunined 

and was found to be positive and significantly correlated 

between final exam and course grade, r = .73 (p=.01). The 

low correlation between final exam score and GPA was found, 

r = .34 (p=.01), and a low negative correlation was found 

between final exam and test anxiety level, r = -.11 

(p=.05). 
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The correlation analysis as shown in Table 16 

indicates that there is a positive significant correlation 

between the variables, cognitive (worry) component and 

emotional component subscales at the first administration 

(pretest) and at the second administration (posttest) with 

level of test anxiety, whereas these variables negatively 

correlate with the measures of GPA, final exam score, 

midterm score and course grade. 

The second aim of correlational analysis was to 

predict one variable in association with other variables to 

determine how students feel or how they worry at the first 

administration (pretest) . How they score on the midterm is 

an indication of how they will perform in the final exam. 

Partial Correlation 

Partial correlations were used to rule out 

individual differences of ability in the midterm score and 

GPA by controlling for them or holding midterm score and 

GPA as constant. At first and second administration, 

partial correlations were computed between cognitive 

(worry) and emotional component subscales and test anxiety 

level. Midterm scores as an indicator for student prior 

knowledge and GPA were partialed out as an index for 

subj ects' past achievements. 
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Correlations between Cognitive fWorrv) 

and Emotional Subscales and Test Anxiety Level 

at First fPretest^ and Second fPosttest) 

Administration Controlling for GPA 

Although the magnitude of the correlations was 

generally similar at the first and second administration, 

the same pattern of results was obtained on Pearson 

Product-moment correlation. Zero-order correlations 

and partial correlations controlling for GPA are 

presented in Table 18. In cognitive (worry) and emotional 

component subscales, in both first and second 

administration, significant correlations were still 

obtained between the two subscales when the GPA scores were 

controlled. 

Correlation between Cognitive fWorrv) and 

Emotional Subscales and Test Anxietv Level, at 

First ^Pretest) and Second TPosttest) 

Administration Controlling for Midterm Score 

Likewise, the partial correlations were obtained 

between cognitive (worry) and emotional subscales and test 

anxiety level at first (pretest) and second administration 

(posttest) controlling for midterm score. The correlations 

were, overall, similar. The same pattern of results was 

obtained on Pearson Correlations. Zero-order correlations 

are shown in Table 19. The results of the two subscales of 



Table 18 

Zero-order correlations and partial correlations for GPA 

Zero-order Correlations (N=444) 

Cogvpre Emotpre Cogvpost Emotpost Anxlevel 

Emotpre .742**** 

Cogpost .693**** .601**** 

Emotpost .613**** .719**** .778**** 

Anxlevel .814**** .838**** .612**** .683**** 

GPA -.259**** -.074 -.184**** -.045 .159*** 

Partial Correlations (Controlling for GPA) (N=443) 

Emotpre .750**** 

Cogvpost .679**** .599**** 

Emotpost .623**** .718**** .784**** 

Anxlevel -.810**** -.839**** -.600**** -.685**** 

**** p<.0001; *** p<.001 



Table 19 

Zero-order correlations and partial correlations for midterm score 

Zero-order Correlations (N= =443) 

Cogvpre Emotpre Cogvpost Emotpost Anxlevel 

Emotpre .743**** 

Cogvpost .693**** .601**** 

Emotpost .614**** .719**** . 778**** 

Anxlevel .814**** .838**** . 612**** .683**** 

Midscore . 031 .079**** -.009 .001 .099* 

Partial correlations Controlling for midterm score (N= =442) 

Emotpre .743**** 

Cogvpost .694**** .604**** 

Emotpost .614**** .721**** .778**** 

Anxlevel .816**** .837**** .616**** .687**** 

**** p<.0001; * p<.05 

M 



73 

TAI and level of test anxiety were significantly correlated 

while controlling for midterm score. 

Correlations between Cognitive fWorrv) and 

Emotional Subscales and Test Anxiety Level 

at First (Pretests and Second fPosttest) 

Administration Controlling for Final Score 

Similarly the partial correlations were also 

computed between cognitive (worry) and emotional subscales 

and test anxiety and were administered before and after the 

final exam. Although the magnitude of the correlation was 

generally similar, the same patterns of results was 

obtained and on the Pearson Correlation. Zero-order 

correlations are presented in Table 20. In two subscales of 

the TAI (cognitive [worry] and emotional components) and 

test anxiety level, there were significant correlations 

still obtained between them in spite of controlling for 

final exam score. 

Analvsis of Variance Procedures 

Factorial ANOVA was utilized to analyze the data of 

this study using repeated measures analysis of variance 

within subjects design on a single sample of subjects 

looking for differences within the saune subjects from one 

measurement to the next. Two-way ANOVA was involved in 

testing. ANOVA procedures were conducted on the test-

anxiety level groups (low-moderate-high) by gender on the 



Table 20 

Zero-order correlations and partial correlations for final exam score 

Zero-order Correlations (N=443) 

Emotpre 

Cogpost 

Emotpost 

Anxlevel 

Final Score 

Cogvpre 

.743**** 

.693**** 

.614**** 

.814**** 

-.073 

Emotpre 

.601**** 

.719**** 

.838**** 

- . 0 6 2  

Cogvpost Emotpost Anxlevel 

.778**** 

.612**** 

-.064**** 

.683**** 

-.033 .112** 

Partial Correlations controlling for final exam score (N=442) 

Emotpre .742**** 

Cogvpost .692**** .600**** 

Emotpost .614**** .718**** .778**** 

Anxlevel .813**** .838**** .610**** .684**** 

**** p<.0001 
** p<.01 
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three dependent measures; GPA, midterm score and final exam 

score. GPA was used as a final score indicator for student 

past achievement and midterm score as an index of prior 

knowledge. Final exam score was the index for the student 

test performance. 

Level of Test Anxiety. Gender, and GPA 

A two-way ANOVA was applied to test the first 

research question. The two-way ANOVA included three levels 

of test anxiety (low, moderate, high), two levels for 

gender (male, female) and the GPA as the dependent variable 

measure. The first research question addressed in this 

study was: Do males and females differ in their test-

anxiety level regarding their GPA? Figure 1 presents the 

two main effects that were found in the statistical 

analysis based on the Estimated Marginal Means (EM Means) . 

There was no significant interaction F(2,440) = 214, p<.807 

between test anxiety level and gender with GPA. First, a 

significant main effect (see Table 21) was obtained 

for test anxiety level, mainly low-anxious students, 

both female and male, perform better in their GPA 

than moderate and high anxious students F(2,440) = 7.34, 

E<.001. 

Second, main effects were found for gender, F(l,440) 

= 15.9, E<.0001. The effect showed that females perform 

better than males on their GPA as an index for how students 



Table 21 

Two-way ANOVA: GPA by level of test anxiety and gender 

Past Achievement 
Measure 

Source of 
Variation 

MS F-ratio P-value 

GPA Main Effects 

AnxLevel 2 1.901 7.3 .001 

Gender 1 4. 116 15.9 .0001 

Two-way Interactions 

AnxLevel X Gender 2 5.543 .21 .807 

Error 440 .259 

Total 446 

-J 
o\ 
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perform in school overall. Overall, both female and male 

low anxious students rank higher in their GPA than moderate 

and high anxious students. However, at a given point of the 

GPA (see Figure 1) of the EM Means, for instance 2.5, 

females have a higher GPA than males in spite of their high 

test level of anxiety. Pair-wise (Tukey HSD) comparisons 

were obtained for test anxiety level groups. The 

significant pair-wise difference indicated that low-

moderate and low-high comparisons of test anxious 

students differed (Ms=.214. e<*002 and Ms=.35. £<.001). 

However, moderate and high test anxious students 

did not significantly differ from each other (Ms=.13, 

E<.05) . 

Level of Test Anxiety. Gender and Midterm Score 

Two-way ANOVA was conducted to test the second 

research question. Do low anxious students perfona better 

than high anxious students on the midterm score? 

The statistical analysis was obtained for the second 

question which encompassed the three levels of test anxiety 

(low, moderate, high), and two levels for gender on midterm 

score as a dependent variable. For test-anxiety level, the 

main effect was found not significant for the responses to 

the TAI on the midterm score F(2,439)=.28 £<.75. (See Table 

22 )  .  

The same pattern of results was found for gender. 

The main effect was not a significant difference 



Table 22 

Two-way ANOVA; Midterm score by level of test anxiety and gender 

Prior Knowledge Source of ^ MS F-ratio P-value 
Measure Variation 

Midtermscore Main Effects 

AnxLevel 2 

Gender 1 

Two-way Interactions 

AnxLevel X Gender 2 

Error 439 

Total 445 

14.758 

4.106 

27.350 

52.543 

. 2 8  

.07 

.52 

.755 

.780 

.595 

00 
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Figure 1. GPA by gender of student 

and level of test anxiety. 
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F(l,439)=.07 E<.78) on the interaction obtained between 

test anxiety level and gender. The result show that there 

was not a statistical difference F(2,439) = .52, n<.59) on 

the midterm score. 

Level of Test Anxiety. Gender. Final Exam Score 

The third question was the cornerstone of this 

study. The researcher asked: Does test anxiety affect 

student performance during their final exam? A two-way 

analysis of variance for test anxiety levels by gender, and 

final exam score, a dependent variable (as an index for 

student test performance) was conducted (See Table 23} . The 

analysis showed that no significant main effect was found 

for level of test-anxiety F(2,439) =.63, £<.52 and gender 

F(l,439)=1.68, E<.19 on final exam score. In addition, no 

significant interaction was found between anxiety level and 

gender F(2,439)=.70, £<.49) on test performance as 

indicated by final exam score (See Table 23) . 

Final Exam Score bv Gender and Educational Level 

A two way ANOVA was used to answer the fourth 

research question. Analysis was conducted to determine: 

Does gender interact with educational level to influence 

test performance on the final exam? (See Table 24) . The 

result indicated a significant interaction between the 

educational level and gender on test performance in the 

final exsun F(3,437) =3.48, E<.01 (see Table 24). 



Table 23 

Two-way ANOVA; Final exam score bv level of test anxiety and gender 

Test Performance Source of ^ MS F-ratio £-value 
Measure Variation 

Final Exam Score Main Effects 

AnxLevel 2 

Gender 3 

Two-way Interactions 

AnxLevel x Gender 3 

Error 439 

Total 445 

35.067 

92.507 

38.465 

54.960 

.63 

1.68 

.70 

.529 

.195 

.497 

00 
H 



Table 24 

Two-way ANOVA; Final exam score bv education level and gender 

Test Performance Source of ^ MS F-ratio P-value 
Measure Variation 

Final Exam Score Main Effects 

Gender 1 

EduLevel 3 

Two-way Interactions 

Gender X Edulevel 3 

Error 437 

Total 445 

58.176 

253.49 

188.374 

54.001 

1.07 

4.69 

3.48 

.300 

.003 

.016 

0) 
to 
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Figure 2 shows the results of the interaction that 

there was a difference in gender performance in relation to 

educational level at the College of Education at Kuwait 

University. Specifically, freshman and sophomore male 

students performed better in the final exam than female 

students. However, junior male students decreased their 

performance and then increased in their senior year. In 

general, females show a consistent pattern in their 

performance on the final exam across the educational level. 

The main effect on educational level was significant 

F(3,437)=4.69, £<.003. 

Level of Test Anxietv. Tvoe of College. 

and Final Exam Score 

A two-way ANOVA was used to ex2unine: Is there a 

relationship as predicted by test performance and level of 

anxiety on the final exam score between students in the 

College of Education and in other colleges at Kuwait 

University? 

A significant main effect was found for the fifth 

question. Students in the College of Education differed 

from other college students on test performance in the 

final exam in that high anxious College of Education 

students did not perform as well as high anxious students 

in other colleges F(l,439)-11.61, fi<.001 (See Table 25 and 

Fig. 3). There was no significant main effect found between 

level of test anxiety and the different type of colleges 
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42. 

W 404 

Male 

Female 
Freshman Sophomore Junior Senior 

Education Level 

Ficmre 2. Final exam score by gender of 

student and educational level. 



Table 25 

Two-way ANOVA; Final exam score bv type of college fTOC^ and level of test anxiety 

Test Performance Source of 
Variation 

MS F-ratio P-value 

Final Exam Score Main Effects 

TOC 1 624. 104 11.61 .001 

Anxlevel 2 6. 283 .00 1.000 

Two-way Interactions 

AnxLevel X TOC 2 41. 189 .76 .465 

Error 439 53. 738 

Total 445 

00 
ui 
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college and level of test anxiety. 
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on the final exam test performance F(2,439)=.00, £<1.00. 

There were no interaction effect. F(2,439)=.76, E<.46. 

Final Exam Score bv Educational Level 

and Level of Test Anxiety 

For answering the sixth research question, a two way 

ANOVA was conducted to determine; Do test anxiety levels 

differ with student education level in test performance in 

the final exam? On the one hand, the result indicated no 

significant main effect was found between educational 

level and test performance in the final exam F(3,433)=.05, 

E<.37. NO significant effect was obtained between anxiety 

level and test performance in the final exaun F(2,433)=1.58 

E<.20 (See Table 26). The interaction between educational 

level and test anxiety level was also found not significant 

F(6,433)=.76, £<.59. 

A Comparison of Cognitive TWoriry) 

and Emotional Components 

The seventh question asked: Do cognitive (worry) 

components affect student performance more than emotional 

components during the final exam? As shown in Table 27, 

there were no differences in student response scores on the 

cognitive and emotional components for either gender at 

first or second administration. The maximum and minimum 

response score for females and males on the cognitive 

component administered before and after the final exaun was 



Table 26 

Two-way ANOVA; Final exam score bv education level and level of test anxiety 

Test Performance Source of ^ MS F-ratio P-value 
Variation 

Final Exam Score Main Effects 

Edulevel 3 

Anxlevel 2 

Two-way Interactions 

Edulevel X AnxLevel 6 

Error 433 

Total 445 

57.476 

86.823 

41.809 

54.681 

1.05 

1.58 

.765 

.370 

.206 

.598 

CO 
oa 
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Table 27 

Mean and standard deviations of test anxiety subscaLe bv gender and 

minimum and maximum student scores on teat anxiety of cognitive 

/worrv> and emotional subscales 

Gender 

Females 

{n=365) 

Anxiety 

Components Min^ Mcuc' M SD Min Meuc M SD 

Cogvpre' 7 30 16.91 4.81 7 29 14.70 3.92 

Emotpre^ 8 32 20.40 5.91 8 31 15.68 5.01 

Cogvpost' 8 32 17.34 5.53 8 29 14.94 4.14 

Emotpost^ 8 32 19.67 5.99 8 29 15.65 4.98 

'Cogvpre component subscale at first administration. 

^Emotpre component subscale at first administration. 

'Cogvpost component subscale at the second administration. 

*Emotpost component subscale at the second administration, 

^in indicates minimum student score responses on test anxiety 

subscales. 

^ax indicates maximum student score responses on teat anxiety 

subscales. 

Males 

(n=81) 
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equal for both. Similarly, the emotional component for 

gender was scored equally before and after the final exam. 

Therefore, cognitive or emotional components cannot be 

separated to determine which has the greater effect. 

Final analysis was used to assess test anxiety level of 

females and males separately on the final exam test 

performance without and with controlling for GPA score as a 

covariate. 

Final Exam Score by Level of Test Anxiety for 

Females without and with Controlling for GPA 

Without Controlling for GPA 

A one-way ANOVA was applied to examine the three 

levels of test anxiety (low, moderate, high) of females on 

final exam test performance scores as a dependent measure 

without controlling for the GPA score. The statistical 

analysis shows (see Table 28) the main effect for female 

test anxiety level is not significant F(2,361)=2.86, 

p<.058. 

Controlling for GPA 

Similarly, a one-way ANOVA was used to test the 

three levels of test anxiety (low, moderate, high) on 

females on the final exam score as a dependent measure 

controlling for GPA. The results indicate (see Table 29 

there is no significant main effect between test 



Table 28 

One-way ANOVA; Final exam score bv level of test anxiety for females without 

controlling for GPA 

Test Performance Source of ^ MS F-ratio P-value 
Measure Variation 

Final Examscore Main Effects 

AnxLevel 2 148.519 2.864 .058 

Error 361 

Total 364 

U) 
H 



Table 29 

One-way ANOVA; Final exam score bv level of test anxiety for females with 

controlling for GPA 

Test Performance Source of ^ MS F-ratio £-value 
Measure Variation 

Final Examscore Main Effects 

AnxLevel 

Error 

Total 

39.245 .888 .412 

358 

364 

\D 
to 
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anxiety level for females on the test performance score 

£(2,358)=.88, p<.412. 

Final Exam Score by Level of Test Anxiety Level for 

Males without and with Controlling for GPA 

Without Controlling for GPA 

A one-way ANOVA was conducted to assess the three 

levels of test anxiety (low, moderate, high) of males on 

the final exam test performance score as a dependent 

measure without controlling for GPA score. The statistical 

analysis denoted (see Table 30) that no significant main 

effect was obtained F(2,78)=.430, p<,652 between test 

anxiety level of male students and test performance scores 

on the final exam. 

Controlling for GPA 

A one-way ANOVA was conducted on the three levels of 

test anxiety (low, moderate, high) of males on the final 

exam test performance score as a dependent measure without 

controlling for GPA. The statistical analysis shows (see 

Table 31) that there is no significant main effect when 

controlling for GPA F(2,75)=.507, p<.604 between test 

amxiety level of male students and test perfoinnance on the 

final exam. 



Table 30 

One-way ANOVA; Final exam score bv level of test anxiety for males without 

controlling for GPA 

Test Performance Source of ^ MS F-ratio P-value 
Measure Variation 

Final Examscore Main Effects 

AnxLevel 2 39.245 .430 .652 

Error 78 

Total 81 

vo 
•1^ 



Table 31 

One-way ANOVAi Final exam score bv level of test anxiety for males with 

controlling for GPA 

Test Performance Source of df MS F-ratio P-value 
Measure Variation 

Final Examscore Main Effects 

AnxLevel 34.192 .507 .604 

Error 

Total 

75 

81 

VO 
U1 
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CHAPTER 5 

DISCUSSION AND CONCLUSION 

Discussion 

The results of this study showed how anxiety affects 

performance of (low, moderate, and high) anxious students 

under test taking conditions at Kuwait University. Four 

major results were foiand. First, in general, both females 

and males who reported relatively low anxiety ranked higher 

in their CPA than high anxious students. Females, at all 

levels of test anxiety, had a higher GPA than male students 

at any given level of test anxiety. Therefore, female 

students in general performed more consistently than male 

students on their achievement performance as measured by 

GPA. 

It is difficult to pinpoint why female students, 

regardless of low, moderate, or high anxiety, consistently 

rank higher on their GPA than male students. One 

explanation is that females might admit more anxiety than 

males, especially when faced with a threatening situation, 

such as test evaluation. This outcome needs further 

research. 

Second, the results indicate that there is a 

significant interaction between educational level and 

gender associated with final exam performance. Freshman 
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and sophomore male students performed better in the final 

exam than female students while junior and seniors did not. 

In contrast, the final exam scores for females remained 

consistent throughout their sophomore to senior years. 

However, junior male students's performance decreased and 

then increased in their performance in their senior year, 

but did not exceed the females' performance. 

Sophomore students, especially males, increased 

their performance on the final exam score. The sophomore 

year is considered a pivotal time for students, and the 

GPA, which is derived from exam scores, must be 

sufficiently high for retention in the University. In the 

junior year, male students are required to take major 

courses, but they may not be motivated to perform as well 

in this critical time as they were as sophomores. 

Third, the results based on the EM Means indicate 

that students in the College of Education differed from the 

students in other colleges on final exam performance. 

Students in other colleges performed better than students 

in the College of Education. The number of students (20) 

from other colleges was a small sample compared to the 

niimber of students (426) from the College of Education. The 

unequal sample sizes may be the reason for better score 

performance on the final. 
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Fourth, results indicate that there is no difference 

related to student test performance that can be accounted 

for by the cognitive (worry) component more so than the 

emotional component of reported anxiety. Cognitive (worry) 

or emotional components cannot be separated to determine 

which has the greater effect. It appears that the 

constructs of cognitive (worry) or emotional components are 

artificial. Indeed, they appear unidimensionally, affecting 

each other closely. 

Past researchers have reported that cognitive 

(worry) is the primary cause of anxiety, but have neglected 

the outcome of the emotional component. Modern researchers 

argue it is the combination cognitive (worry) and emotional 

components that exist within the individual; with the 

cognitive (worry) component acting as a trigger for the 

emotional component, which affects performance. 

As indicated, the other researchers' findings on 

test anxiety in this study are contrary to these findings. 

Benjamin (1981), Deffenbacher (1980, 1986), Sarason (1980, 

1988), Tobias (1985, 1986, 1992), Wine (1971, 1980, 1982) 

have stated that the cognitive (worry) component rather 

than the emotional component is the primary reason for 

determining that high test anxious students become 

preoccupied or experience the interference attention model 

on which irrelevant thoughts affect student performance 
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during test situations. The results of this research lead 

to questioning the merits of the cognitive notions approach 

in which mentally debilitating features in high test 

anxious individual performance interfere negatively with 

thinking. 

The findings in this study for female and males on 

the final exam score, controlling for past achievement as 

indicated by the GPA, are also surprising. Results found 

are not consistent with previous research findings of 

others (e.g., Deffenbacher, 1986) in that evidence 

presented here shows no significant pattern, suggesting 

that low anxious students do not perform better than high 

anxious students in the final exam. Deffenbacher (1986) 

indicated that low anxious students do better than high 

anxious students on a final exam. The results here indicate 

that high anxious males perform better than low and 

moderate anxious males and moderate anxious females perform 

better than low and high anxious female students on the 

final exam. 

In addition, the Test Anxiety Inventory (TAI) was 

found to be internally consistent for assessing anxiety 

level and an appropriate predictor as measured by test 

performance on the final excim at the College of Education 

as well as other colleges at Kuwait University. To review 

at second administration, the total scale reliability 
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coefficient (alpha) was determined to be .93, .91 for the 

subscales of cognitive (worry) and .86 for the subscale of 

emotional components. 

Conclusion 

A number of conclusions can be drawn from the 

results of this study. 

1. There is no significant differences between the two 

subscale dimensions of the TAI. The cognitive (worry) 

component does not disturb or interfere with student test 

performance more than emotional components or vis versa. 

2. The relationship between test anxiety level and GPA is 

consistent with the previous literatxire in that higher GPA 

students are associated with low anxiety level and high 

level of test anxiety is linked with lower GPA. 

3. Based on EM Means, students in other colleges do better 

than those in the College of Education at the final exem. 

4. The TAI demonstrates that the Arabic version of the TAI 

scale is a reliable measure assessing test anxiety level 

and predicting performance of Kuwait University students. 

Although not significant, an interesting pattern 

emerged when controlling for past GPA. Moderate anxious 

females performed better than low or high anxious female 

students and high anxious male students performed better 

than low or moderate anxious male students. This high 

anxiety may be due to social pressure and the social 

expectation that males must achieve more highly than 
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females to take their place in Kuwait society. In regard to 

educational level, male sophomore and senior students show 

better performance than freshman and junior students. 

Female performance is consistent throughout the sophomore, 

junior, and senior years. 

Directions for Further Research 

For further research the study should take into 

consideration the differences that are required to look at 

anxiety as a resilient and motivational factor to enhance 

student performance. Altering individual cognitive (worry) 

components and minimizing student arousal by designing a 

different exam format, i.e., removing time limits, test-

retest and take home exams. 

Further research conducted on the type of major 

with a greater number of students from different colleges 

may shed light on why students from other colleges did 

better than the students from the College of Education. 

Additionally, the consistent performance level of female 

students over male students needs more clarification. 

At Kuwait University, the TAI needs to be developed 

to test cognitive (worry) and emotional components 

separately. In addition, the students who ranked in the 

upper and lower 10% on the TAI must be compared to gain 

more information on how high extreme and low extreme 

anxious groups perform. 
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The current study suggests that high test anxiety 

situations might benefit some students, leading to an 

improvement in testing procedures which would optimally 

motivate students by minimizing threatening and emotional 

arousal. However, since the optimal level has not been 

defined, this should be considered for future research. 

Limitations 

The study is limited to the extent that it does not 

include variables that take into consideration personality 

traits of the participants. Moreover, results are based on 

the students' response to what they felt during a specific 

testing situation, giving the researcher a brief idea of 

what students believed from their own perceptions. The 

problem with this is that students may have given answers 

they thought the researcher was looking for rather than 

their true feelings, or they may have felt ashamed about 

expressing their true feelings. 

Another limitation is that the results are only 

applicable to the group under study and may not pertain to 

the entire student population at Kuwait University. Because 

the study is a specific cultural study and not a cross-

cultural study, it cannot be applied to college students in 

general. 

The study is also limited by the use of the grading 

system for the ultimate course grade. Different teachers 
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may weigh the course requirements differently in assigning 

grades, which might affect the relationship between GPA and 

level of test anxiety on students' academic achievement 

overall. 
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APPENDIX A 

TAI Test Form 
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NAME Date Sex M F Age 

T W E 

DIRECTIONS: A number of statements which people have used to describe themselves are given below. Read cach 
statement and then blacken in the appropriate circle to the right of the statement to indicate how you generaliy feel. 
There are no right or wrong answers. Do not spend too much time on any one statement but give the answer which 
seems to describe how you generally feel. 

Use the following ranking; 

1 = ALMOST NEVER 2 = SOMETIMES 3 = OFTEN 4 = ALMOST ALWAYS 

1. I feel confident and relaxed while taking tests 1 2 3 4 

2. While taking examinations I have an uneasy, upset feeling 123 4 

3. Thinking about my grade in a course interferes with my work on tests 123 4 

4. I can't handle myself mentally during an important examination 123 4 

5. During examinations I find myself thinking about whether I'll ever get through university 12 3 4 

6. The harder I work at taking a test, the more conftjsed I get 123 4 

7. Thoughts of doing poorly interfere with my concentration on tests 1 2 3 4 

8. I feel very jittery when taking an important test 1 2 3 4 

9. Even when I'm well prepared for a test, I feci very nervous about it 12 3 4 

10. I start feeling very uneasy just before getting a test paper back 1 2 3 4 

11. During tests I feel very tense 1 2 3 4 

12. I wish examinations did not bother me so much 1 23 4 

13. During important tests I am so tense that my stomach gets upset 123 4 

14.1 seem to defeat myself while working on important tests 123 4 

15. I feel very panicky when I take an important test 1 2 3 4 

16. I worry a great deal before taking an important examination 123 4 

17. During tests I find myself thinking about the consequences of failing 123 4 

18. I feel my heart beating very fast during important tests 123 4 

19. After an exam is over, I try to stop worrying about it, but I just can't 123 4 

20. During examinations I get so nervous that I forget facts I really know 123 4 
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APPENDIX B 

TAI TEST FORM, ARABIC VERSION 
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Appendix C 

CONSENT FORM, ENGLISH VERSION 
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Consent Form 

Kuwait University 
College of Education 

To: Students at Kuwait University 

From: Awad A1 Gharibah Ph.D. Student at the University of 
Arizona and Assistant Professor in the Educational 
Psychology Department at Kuwait University 

Date: Spring, 1997 

Re: Collection of Data for Doctoral Research Study 

This research study is being undertaken in the 
spring semester, 1997 to determine whether the level of 
anxiety influences the level of student's academic 
performance during test taking in the final examination. I am 
asking you as a student at Kuwait University to volunteer 
your participation in this study by talking the Test Anxiety 
Inventory (TAI). Your scores on this questionnaire will not 
affect your grade in the course, but will provide rich 
information regarding test anxiety that will be useful to the 
faculty at Kuwait University in general and at the College of 
Education specifically. To provide them with an idea of these 
effects that limit students' academic performance in test-
taOcing and to find ways to reduce these effects by changing 
the procedure for measuring student learning in a more 
realistic manner. 

Questionnaire responses will be strictly 
confidential and anonymous. At the end of the study, each 
participant has a right to access his or her data and 
interpretation of questionnaire results. 

I agree to participate in the research study on test 
taking attitude inventory conducted during the spring 
semester 1997. I understand that all data collected will be 
confidential and that data will be available for my 
information at the end of this research. 

Participant: 
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APPENDIX D 

CONSENT FORM, ARABIC VERSION 
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