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ABSTRACT
The main aim of this study was to investigate

test anxiety on test performance for some primary
seven school children in Kisumu Municipality* More
precisely* the performance of groups of children who
report high test anxiety was compared with performance
of children who report low test anxiety*

The sample of subjects used in the study
consisted of 252 standard seven pupils drawn from
seven primary schools within the Municipality of

measured by the General Verbal Ability Test suitable

Based mainly on Sarason's Interfering response

academic perfoirmanoe would be negative*

3) academically average high test»anxlous subjects
would perform better than their low test«»anxious
counterparts•

4) academically below-avorage low test-anxious

t

I

1 
}
i

theoiry* it was predicted that x
1) the correlation between test anxiety and

for use In African schools (GVAT) together with 
end-term school marks*

2) bright high test-anxious subjects would 
perform better than their low test—anxious counterparts*

Kisumu* Teat anxiety was measured by the Test Anxiety
Scale for Children (TASC)| Test performance was

by means of an exploratoiry sux*vey* the effects of
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subjects would perform better than their high
test anxious counterparts.

The results obtained indicated that under
less evaluative test-taking conditions, test anxiety
facilitates the performance of bright pupils* Highly
evaluative conditions seemed to allow for interfering
effects of anxiety to operate• thus 9 causing
decrements in performance.

Xt was concluded that the present educational
practice of laying a lot of emphasis on the importance
of examinations is only beneficial to low test-anxious
bright children; for this latter category of children,

individuals can be challenged but their anxiety kept
within non-interfering limits*

Anxiety did not appear to be a significant
problem for low ability children* This categox^ of
children showed better performance under high ego
involving conditions than their counterparts in the
low ego-involvement condition* While the level of anxiety

ego-involving instructionsdid not seem to matter,
seemed to have provided the children with positive

\Xt was
training in test-staking and coping skills before
the nature of test anxiety effects on their performance
can be determined*

motivation which culminated in their better performance * 
suggested that these children need more of

ways need to be found by which high test-anxious
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CHAPTER 1
INTRODUCTION

Academic performance la considered to be very

partlcuXar* taXlns and passing evaluation liurdlea such
scbool acbievement examinations is a major concex*nas

as well as parents• Test
an important criterion Tor
eltber have to continue withselecting children who

formal education or undergo some kind o£
specialised training in determined manpower priority
areas* The study oT factors which affect test perfoirmanoe

therefore• very necessary if human resource selection
has to be done on the basis of test or examination
performance* Although cognitive abilities are chiefly
considered as being the more relevant to academic

the following observation:

performance 9 more importance is now being attached to
Influence on performance by certain affective variables*

"Before making a comparative analysis of school record^ and(maximum performance) tests, it should 
be pointed out that estimates of previous school performance and maximum perforraanco tests are not the only categories of possible predictors* There are two other possible types* First, there are 
personality variables, measured by means of 
personality tests, self-rating or observation 
scales* There is a vast literature and a great

performance is seen as

Important in many societies today* In Kenya, in

of educators, teachers

In the Second Pan African Conference on Cross 
fXiiPsychology in Nairobi, Drenth(1975) made
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and

It would soenit rrom the available llteratiwe that
researchers in Kenya have paid little attention to
test anxiety as a possible variable that affects school

relate the effects of test cunxiety to test performsucioe

noticed that children with comparable abilities| and
who attend the same classes perform differently in
classroom tests* This could be partly due to the fact
that Individual pupils react to the test situation
with different amounts of anxiety* There are certain
amounts of anxiety which facilitate ipood test performance
other sunount might be so excessive that performance Is

performance* This study is^

Dunn(l962) contends that valid estimates of academic 
performance can be obtained not only when the achievement 
test Is valid and reliable* but also when the individual

**Laclc of motivation* over-anxiety in the test 
situation* unsuitable content of the test* and so on* can produce a poor performance ••.*** (p* 1? ) «

therefore* an attempt to

deal of empirical research to demonstrate that this category is not by any means negligible* Motivation* anxiety* Interests* attitudes and values* stability and adaptation are examples of 
variables that have an important influence on school performance* and certainly not only with respect to children who suffer from behavioural disorders* neurotic maladjustment and organic 
pathologies* although they evidently play a predominant role among this group.••••"(p*2)•

gives a true performance* that is* tries his best* He

for primary seven school children* For it has been
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as
academic failure*

instruction have also been observed In a variety of

cmxlety on leca*nlns and performcknoe • Amons the theorists

i:

I

• I

I
I

actually Impaired*
Several Initial studies ( Sarason et al* *1960

Handler A Coxen*1958| Gaudry & Bradshav* 1 9701 Cox* 1959* 196C
Splelbercjor* 1971 I Cowen et al* *1965 etc.) have delineated 

>test anxiety as eux Important veurlable in test perfomance*
A substantial body of research exists that links

high anxiety to the ability of students to profit from 
For example* Spielberger(1972) reported

settings* rsmglng from traditional classroom-based 
enviroment to>Individualised Instructional contexts such
as programmed* computer^mamaged* and computer«»assl8ted 
lnstruction(Splelberger* C*D** 1977)*

■Most anxiety research in education has been 
focussed on the interaction between anxiety and 
instructional methods (see Cronbach A Snow* 1977 J Tobias* 
1976)* Research in this area has attempted to demonstrate 
an interaction between anxiety and Instructional methods 
which are differentially affected by anxiety (Tobias * 1 976 ).

There are a number of rival theories that have 
designed and developed to explain the Influence of

ins true t ion *
that more than 20% of students who were characterised

Ixighly ff*"**"* dropped out of school because of 
whereas 6% of low anxious group left

school for suph reasons* Similar effects on learning and
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study« A short description of the theory now follows<

i960)

The authors explainaspects of the school situations*
that school situations arouse anxiety primarily because
of the stimulus similarities between the parent and the
teacher* This is because both the parent and the teacher

evaluated by his parents* Adverse parental evaluations
often evoke feelings of hostility in the child which

They placed emphasis on parent—child interactions in the 
preschool and elementary school years and evaluative

developed considerable theory relating anxiety in 
children to achievement and other test performance*

punishments*
The origins of anxiety In children is said to be

psychoanalytic based* It is observed that the chlld*s 
behaviour in a variety of settings la constantly being

Sara8on»e Interfering Response Theoary
Sarason and his colleagues(Sarason et al*,

are Behaviourists(Spence and Spence91966)9

are adult authority figures with powers to perform 
evaluative functions and to dispense rewards and

Neuropsychologists(Hebb,1955J Malmo,1957)» and 
psychologists adopting a more psychoanalytic position 
(Sarason et al*,i960). Within an educational context, 

Sarnanntfi payfthoanalvtlc posltlon has been found to have 
the greatest relevance (Sinclair, 1 971 ) • Sarason*s 
theoritical position is, therefore, utilised in this
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caimot be expressed because of* the child's dependence
his parents for approval, direction and support*on

feellners of ffullt and anxiety- are arousedInstead,

i960, p.15).

test—anxious child often pays more attention to his

which tell the child that he Is beln< evaluated and
therefore In a danger situation* The resulting anxiety
Interferes with adequate perception of external events
and with task performance*

In general, when the characteristics of anxiety
linked to academic or evaluation situations. weare

a

Recent advances In test anxiety theory* lays
emphasis on self-preoccupation as the major element

1

1’ !

Speak of test anxiety* The highly test—anxious person 
worries about examinations and shows physiological

al*.

reaction patterns that go along with worry* Worry Is 
cognitively demanding activity marked by self

preoccupation^ self-depreciation, and concern over the 
consequences of poor performance*

In which the child appears as "dependent, unaggresslve 
and self—derogatory* in test—like situations"(Sarason et

Xn a test situation, the theory says that the

Involved in the experience of test anxiety and Its effects 
on performance(Sarason, 1972) Saraaon A Stoop, 1978)* The

own anxiety responses than to the task* Consequently, 
his performance Is impaired If situations contain cues
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said to

It would seem that when a tost Is unusually dlTficult or
strong anxious feelings are most likely aroused

Underwhen
that Is when little emphasis Isneutral conditions >

the tendency to

in the Test Anxiety Scale for Children

some
made or provide some other rationale for the Importance
of performing! well*

»

1

»

mechanism through which anxiety affects performance is 
involve attention (Wine , 1 971 ) • During examinations.

high test^anxious individuals divide their attention 
between task requirements and task-irrelevant cognitive

cognitions distract students from task requirements and 
interfere with the effective use of their time thereby

complex, 
is* An example of an evaluational stressor is achievement
orienting instructions that either inform subjects that 

kind of evaluation of their perfromance will be

contributing to performance decrements*
Since test anxiety is predominantly a worry problem.

potent or absOnt*
There is considerable evidence that the performance

complex,
the evaluational dimension is emphasised*

placed on the evaluational dimension, 
react with strong anxious feelings should be either less

activities such as worry and self-criticism* These woxiry

of high scorers
(TASC) on complex tasks is deleterioualy affected by 
evaluational stressors(Sarason,1972). The less

less demanding the task, the weaker this effect
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Is in a test orthe anxiety aroused in a person whois
An individual who is required to

some

is in a test situation*

and careers are

the level of test performance is one of theII

most important determinants of the lives of mombore

may
are

thinkers

1

t

! 
I

test-like situation, 
perform a task and is to he evaluated against 
standard, internally conceived or externally Imposed,

might turn out to he below the capacity of the individual* 
Test anxiety effects on academic performance has

of our society* Ve are 
conscious culture • ” (Sarasonsrot al* , 1 9^0, p*8 ) *

attracted the attention of a number of researchers and 
Mosti educational psychologist who adopt

a test—taking and a test—

a crucial exercise in many societies

their performance in major examinations. Interviews, etc* 
Sarason and his colleagues made the following ohservations

Testing is
today* Important decisions on individuals* future lives 

increasingly being made on the basis of

Many iddividuals, undoubtedly, find themselves having to 
nurse strong anxious feelings in■situations where an 
important examination appears to be difficult* Such feeling 

be accompanied by self-evaluative responses which 
irrelevant to the task ^t handj the general performanoi

Test Anxiety Theory
According to Sarason et al.(i960), teat anxiety
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f*X*ODl th© task At hAXlda
An effort to understand th^ nature of test anxiety

effects on test performance would certainly Involve

In his

the Immediate situation,

explained that anxiety Is due to^ "discrepancies within

accompanied hy physiological symptons such as heart 
pulpltation* nausea, disturbances in respiration, 
sweating, muscular tension, tremor or vertigo • 

Another theorist by the named Sullivan(l 948)

identifying the most Important characteristics of anxiety, 
discussion of the conceptnof anxiety, Freud(l948) 

stated that anxiety has three characteristics: i) it is 
dependent upon a previous experience(traumatic), li) it 
is determined by relation to some object, presumably in 

and lii) anxious reactions are

on self-preoccupation as 
the experience of test anxiety and its effects on 
test performance(see Sarason,1972> Sarason * Stoops,1978)• 
In detailed reviews of related tost anxiety literature.
Wine(1971) gives anxiety effects an interpretation 
in terms of the cognitive-attontional view of performance 
decrements. Further reviews by Houston(l977) and Morris 
& Engle(198I) add that when students become preoccupied 
with their own self-evaluation and with the cognitive 
possibilities involved in the situation, performance 
suffers because of the misdirection of attention away

a more psychoanalytic position, have placed emphasis 
the major element involved In
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that ±8^ it originates in responsethe seir-^system** 9
He emphasised the idea thatto some internal stimuli*

are broughtthese
about

impending
it motivates the individual totension is unpleasant>

throw some

I

I

*

I

The distinction between Tear and anxiety should 
light into the matter:* Freud(1936) states that

anxious feelings grow 
stimulus which triggers it off?

from the danger situation* Mower, thus9 agrees

that fear is synonymus with ^objective anxiety"* He,

'discrepancies In the self—system** 
by faulty social development in the early years 

of life and he stressed, in particular, the role of

however9 explains that this objeictive anxiety is more

parents and authority figures*
Mowror(1950) also produced a theory of anxiety 

that cited two ’outstanding" characteristics of anxiety* 
These were that 1 ) anxiety consists of a readiness for 

traumatic stimuli and 2) since this state of

escape 
with Freud(1948) that anxiety is basically anticipatory 
and that it is based on some fox*m of learning! he does 
not, however, tie himself down to stressing some 
prototypical event such as the birth trauma* Mower 
also hints at the problem of "neurotic* and "objoctive"
anxiety by merely saying that experienced anxiety is 
not always proportional to the objective danger and, 
thus, irrational anxieties can be felt. But how can 

strong without some kind of
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tenslon. of an anonymous kind* This point of reaction

impaired self-esteem to over-react with fear to any
anticipated adjustive situation that contains a further
threat to self-esteem*

Mowrer's conception of anxiety is extremely
useful for it allows one to link up the clinical.
biological view of anxiety with the views taken by other

their behaviour under conditions of induced stress — the
assumption often being made that the "natural” anxiety
aroused in the stress situation will add directly to
the Individual's own anxiety as rmeasured by the scale.
artificially creating an increased
between high and low scorers* The psychological
meaningfulness of this procedure Is questionable and

(1953)* when they say that anxiety la an acquired 
reaction-sensitivity causing Individual suffering from

complex than fear, incorporating in addition, 
of helplessness and general malaise* Objective anxiety.

psychologists* In a typical experimental study, high 
and low scorers in an anxiety scale are compared In

"anxiety differential"

a sense

to threat Is also invoked by Ausbel, Schiff and Goldman

he adds, results from some source of danger in the 
external enviromont and usually based on a substantial
history of learning about that danger* Anxiety which 
he makes reference to as 'neurotic anxiety' has no
source in the external world, but like fear, is a



-11-

anxiety*

time both situational and personal — it must be

invariably some sort of stimulus• however seemingly

the existingquestion of induced stress
anxiety of high scorers; it Is simply that high scorers
tend to react to stress with feelings of anxiety while
low scorers do not or do to a lesser extent*

anxiety is a biologically expedient mechanism which,
to become effectively adaptive9 ^demands some form of
early learalng; this learning transforms anxiety from

concomitant to an anticipatory reaction* It is alsoa
evident that there is a close relationship between

the imposition of authority and the readinessguilt 9
with which anxiety Is aroused subsequently* The degree
of readiness for arousal is probably the most Important

it relates neurotic and even psychotic anxieties to
normal anxiety in the sense that the latter is proportional
to the threat; stimulus, and when this is removed, anxloty

I

I

or ,

"adding to"

the importance of distinguishing between situational 
(stressed) and personal(psychometricall assessed)

From the foregoing discussion. It would seem that

In a general sense, all ^nxlety Is at the same

experienced by an individual, and there is almost

many writers. Including Mowrer himself, have emphasised

concept being considered in the present study, since.

Inadequate, to trigger it off* There is, thus, no
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speclflc ox* situational anxietiesdisappears• Finally,
merely refer to the effectiveness of certain stimuli as
threats with certain individuals) specific anxieties.

not psycholoerically different reactions*
anxiety was first IntroducedThe construct of test

by Handler and Sara8on(l95^)• Handler and Sarason consi
dered test anxiety to be

Interfere with task completion* These latter responses

inadequacy, helplessness, heightened somatic reaction.

defined test anxiety with an anxiety scale* Handler and
scale for high school students

is suitable for primax*y school children*WHICH

uses of information or cues*
L

Sarason(l972) partially revised test anxloty theory, 
choosing no longer to discussing test anxiety in terms of 
"motivational levels and levels of situationally-inducod

known as Test Anxiety Scale (TAS )• 
constructed the Test Anxiety Scale for Children (TASC)

Cowen(l953) then developed a

a learned "drive" which results

drive"(p.387), but to think of test anxiety theory in more 
simple and direct terms relating?to attention and the

anticipations of punishment, or loss of status and esteem, 
and attempts at leaving the situation test"(Handler and 
Sarason,1952,p*166)• Handler and Sarason consequently

Later, Sarason et al*(l96

that is, are

In responses of two types: I) responses which are relevant 
to task completion, and 2) task—irrelevant responses which

according to Handler and Sarason, included, "feelings of
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HypotHeses
theory oT anxiety that guides this paxticulax*The

a Hypothetical construct

responses•

1 ) task-relevant responses which may
concentration and

Sarason^1952tP«166)•
test situation with a lot

of

test situation may naturally succeed

However

his attention to task-irrelevant:responses and consequent!
fail to complete the test successfully*

performance and which include ’•feelings of inadequacy, 
helplessness 9 heightened somatic reaction* anticipations

types of responses:
observed in increase in effort*be 

procedural strategies previously found to reduce anxiety 
and 2) task-irrelevant responses that may interfere with

anxiety would bo expected to attend to and utilise 
provided by the teat enviroment to

complete a test* This will obviously depend on his 
intellectual capacity. A high ability subject who reports

Anxiety is conceived as 
mediating between certain stimuli and various specifiable

study mainly combines the elements of ideas of Sarason , 
et al.(i960), Handler and Sarason(l952) and Sarason(1972)•

A subject responding to a

high anxiety in a 
in completing the given task with the help of his anxiety* 

a low ability high test-anxious counterpart

information or cues

may fall to manipulate the available hints or cues

In a test situation* anxiety acts to elicit two

of punishment* loss of status or self-esteem, and 
attempts at leaving the test situation"(Handler and

because of limited ability; he may* therefore* concede
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but interferes with th© performance of th© less abl©»

coenitlv© possibilities involved, thus, paying less
attention to ©vents in the test enviroment. This, or
course, does not mean that this category or children
totally declines to make us© or any hints

It simply means thatprovided by' the test situation,
thoir state or readiness is minimal.

Test anxiety may bo aroused by oco*i’'volvln^
Instructions (Sarason ©t al.,1952), or by ©xtromely
dirricult.t©sts having important ©go—related consequences
(Nicholson,1958)• Since most classroom tests or
examinations ar© often censored in terms or level of

other situational factors in operation at th© time or
test-taking. One or th© aims or th© present study is
to examine th© ©rrects or ©go-involvement on th©
perrormance or subjects in th© various test anxiety
levels.

On th© basis or all the above theorltical

ror testing with Kisumu Municipality primary seven
school childrens

or cues

to racilltate the perrormance or more able children
In sum, it would seem that test anxiety tends

Low test—anxious children, on th© other hand.
may bo less concerned about test situation with the

considerations, the rollowing hypotheses were proposed

dirriculty, test anxiety would be aroused only by some
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would 10© negative.
conditions of low ©go—involvoniontUnder

upper

a.Xl test
Under conditions of low ©go—Involvement,

would
b«

low medium test—anxious subjects would perform

a»
between

perrorm better

SlCTlflcance of The Study
Examinations and test situations constitute an

r
r

!i

better than medium or 
t». Under conditions of high ego-involvement, 

there would be no difference in performance between 
anxiety groups of upper ability subjects•

1) For the entire sample of children, 
correlation between teat anxiety and tost performance

all tost anxiety groups 
conditions of high ego-involvement,

better than high test—anxious subjects* 
Under conditions of low ego—involvement,

there be no difference in performance
of low ability subjects.

b* Under
and medium test-anxious subjects would

2) a.
ability high test-anxious subjects would perform 

low teat—anxious subjects.

important if not 
learning* Factors which intervene to make them exert 
either negative or positive influence upon human

a crucial moment in the process of

3) a.
middle ability low and medidm test-anxious subjects 

perform better than high test-anxious subjects.
Under conditions of high ego-involvement*

low ability low
than high test-anxious subjects*
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Anxiety Is one of* those factors* Hypothetically
have argued that it has a negative influence uponwe

learning In general and examination or test performance
Consoquently* bright pupils may have theirIn particular*

educational progress Impeded due to anxiety* Similarly,
less bright students may appear to be doing better in
their learning tasks than their equally bright ones

• simply because they are not afflicted by the problem
of anxiety*

The
systems In which examinations or test situations have
anxiety as a predominant experiential Ingredient will not
be able to establish an effective man—power—placement
policy* The results may be that the right skills are-
given to the wrong people, the right people are planted
in the wrong places and the right^places utilised for
wrong skills*

human recources* Any academic effofts that can help to
increase the reliability of human resource selection
techniques should be more than welcome* This study seeks
to find a honourable place within this general effort*

on

1

»

Should the investigation confirm the hypotheses 
that Initiated it, much more light will be thrown
the nature, educational function and relovance of

learning must, therefore, be given serious attention*

consequences are obvious: societies with school

Developing countries are, no doubt, hard-pressed to 
make the best use of their (rathef scarce) skilled
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tlieorltlcal basis for rosoarch efforts
aimed at romoving the deliterious effects of anjcloty

from examination situations^ With thoand stress
negative intervention of these variables suppressed.

selection procedure and technique*an

/•

our national economy will.

it provide a

doubtlessly, benefit from

national oxamlnatlons lilce CPIS, ISACT# etc* Tn addition,
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CIIAPTER TOO

REVTEW OF URLATED LITERATTJRTC

Tntro<bictlon

tHe

and evaluative aspects of the school situation* To

test anxiety to test perfoarmance •
I

Teat Anxiety and Intellectual Ability
A number of past studies support the conclusion

3

n
a
3

!

years 
follow is a review of a number of studies relating

generated*
Pioneering work by Sarason et al.(i960) attributed

development of anxiety in children to parent-child 
interactions In the preschool and elementary school

attempt to relate test anxiety to test performance 
ignore the relationship between

that Intellectiial ability is a strong predictor of 
academic achievement (Phillips and Bannonj19^8j 
Gaudry and PitJBgerald, 1971 J Barton et al. *1972 etc*)* 
The mental ability of a child can predict his 
achievement in--almost all areas of school work* Any

cannot* therefore*

The of this review of literature Is to
provide some understanding of the nature of test anxiety 
Influence on tost performance. It also provides a basis

test anxiety and mental ability* 1

upon which the main hypotheses tested in the study were
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Test anxiety is found to be Inversely related to

school children) Indicate that there Is a noeratlve

together with the Australian Council for Educational
Research Intermediate Test D, a measure of Intelligence^
to twelve Grade Seven secondary schools In Australia*

it was associated with lower performancechildrenf
for all other'levels except for the centre group*

Kanekar et al*(197^) administered the Taylor

that there would be a positive correlation between anxiety
and academic performance for more Intelligent students
and a negative correlation for less intelligent students*
The findings did not support the hypotheses*

state test anxiety* emotionality and worry to be

I

They found that while high anxiety was associated with 
slightly higher performance for 'the most Intelligent

Manifest Anxiety Scale and the Raven Standard Progressive
Matrices to 229 female 10*^^ graders to test the hypothesis

relationship between test anxiety and Intelligence*
Gaudry Fitzgerald (1971) administered the TASC

performance in tests of mental ability* Studies 
carried out with older subjects(other than elementary

Taking a slightly different approach with respect 
to the anxiety measure Instrument* Deffenbacher(1977) 
Investigated the relationship of the Vorx^ and 
Emotionality Scale(see Morris and Llebert* 1967) to 
performance on the Miller Analogies Test* He found
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and

provided by these events* Presumably It Is hero that
Intelligence plays a part in determining the total

which he attends to the events in his enviroment^ 
2) how he interprets and utilises the Information

inriuence of anxious feelings on performance in test 
situations* Xt is also suggested'elsewhere(see Sarason

(i960) found a negative correlation between test anxiety 
and intelligence* The bulk of cases contributing tA the

test anxiety among the college students to- their XQ*
According to Sarason(l972)* what distinguishes the 

high test-anxious individuals are 1) the manner in

Inversely related to performance on the Miller Analogies 
Test ( a measure of intelligence)*

With elementary school children, Sarason et al*

et al**19^0) that there could be■some relation between 
Intelligence and sensitivity to danger*

negative correlation was within the intellectual average 
range(XQ*s 90 — 11O)* These researchers also report that 
the negative correlation was found for college students 
who apparently were of above average XQ. They, thus, 
concluded that it would seem unreasonable to attribute

Test Anxiety* Ego—involvement and Test Performance
Xt would seem that the nature of a teat or the 

kind of emphasis laid on the importance of a test 
are probably fShe Important factor contributing to poor 
performance * 

t:
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uzkder

In the

eso
data 8

18 to say*

scale

one

I

about bundles of **free-

a threatenlxiff situation*

Mandiet* and Sax*ason ( 1952)^ showed that reports of

n
r
h

•1 i?

scores only^ 
such as to aii>uso anxiety in the subject*

They found that under 
anxious subjects did worse 

for the under "not expected" were

samples subject’s likely response 
situations but there is no guarantee, using scale 

that the experimental situation is 
Xt is not

distracted by the awareness 
they have two things to deal with: the task 

and their anxiety* Consequently#* the task is# generally 
speaking# the one to suffer* 2) ./The anxiety 

in a variety of

"expected" conditions*

that the high anxious carry 
floating" anxiety with them but that they are more 
ready to respond with anxiety to what appears to be

Sarason et al.(1952) compalred high anxious and 
low anxious subjects (using an earlier version of the 
TASC as the criterion) performing the Digit Symbol 

"expected/not expected to finish" instructions* 
"expected" conditions, the high 

while the low anxious did
better* The results
to the opposite of those for under

second part of the experiment# ego-involving 
instructions wore compaired with non—ego# and the high 
anxious group suffered a decrement in performance under 

conditions* Two conclusions were drawn from these
1) subjects in whom anxiety is provoked are

of anxious feelings* That
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subjects (whether objectively or not)failure to

on

for

n
on

aroused by tbb appropriate stimulus, for example a

1

the anxiety scale are not necessarily In a continual 
state of tension, but In a readiness state which, can be

relationship was a
the test* 

Nicholson(l958), Instead of giving ego-involving 
Instructions,' tested the hypothesis that Interference 
18 a function- of test difficulty. He found that under 
task oriented conditions, there iJrere no differences 
between high anxious and low anxious at either easy or 
bard tasks. But under ego conditions, the low anxious 
group were considerably better, especially at easy tasks, 
high anxious subjects wore consplcously worse. Nicholson's 
findings a-re quite predictable from Sarason's ,theox*y. 
It can be concluded from his findings that "high scorers

impaired the high anxious while it did not affect the 
low anxious in terms of performance. Past experience 

the task, while it was beneficial to all subjects, 
was significantly more so for the high anxious. Both 
these conditions may be regarded as anxiety stimulating 
anri anxiety reducing respectively.

A test ought to bo of anxiety-arousing nature 
interference in performance to bo observed.

Significant correlations were found between anxiety and 
tests of intelligence l)y Zweibelson(l 95^)» tut the 

direct function of the formality of
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threat to the subject*8 seir-esteem* Lekar czyk and
H±11(1969) also found Improved perroxnnance by high
anxious elementary school children on verbal learning
tasks under less evaluative conditions but poorer
performance when failure and evaluative aspects of the
testing situation became predominant* Zn cases where
test an**'** •^•fcy Is found to be positively related to

It has been held that the "Interference
effect** of anxiety Is facilitating such as when an

Valte»196o). Cautiousness may be a technique adopted
by the anxloUib person to reduce anxiety*

ego-involving Instructions, test difficulty or the formal
nature of a test are Important situational factors
likely to Induce strong anxious feelings In a test

test anxiety effects are important in classroom
achievement tests•

I ITest Anxiety and Achievement Tests
The effects of test anxiety on performance In

achievement tests have been examined by several

•-3

anxiety response like cautiousness is relevant to the 
kind of response required in the situation (Ruebush, 1960 j

performance,

situation* A question raised, however. Is whether

challenging task, ego—Involving instructions or some

It would seem from the foregoing review, that

researchers* Sarnoff et al*(1958) found the correlation 
between the Test Anxiety Scale for Chlldren(TASC) and



to be extremely anxious and extremely effectiveanyone

vhlcb
indicate the correlation between test anxiety and
achievement tests to be negative* and tend to become

negative ^with increasing grade level in themore

correlated with reading and arithmetic achievement scores
obtained from the Metropolitan Test Battery# For the
total group* the correlation between the anxiety and
achievement measures For each grade were all negative
(range ->0«18 to -0.32) and statistically significant*
indicating that high anxiety was associated with poorer
achievement Ih reading suid arithmetic. Lunnerburg
observed three thingst 1) the negative correlations
tended to larger for girls than for boys* 2) the
negative corrSlatlons tended to become stronger with
Increasing gr&de level* and 3) the negative cox*relatlon

a II

h r

a

n

rt

In the task which has aroused his anxiety# 
Sarason et al#(i960) also present data

elementary school#
l/unnerburg(l 964) gave three anxiety scales s the 

Test Anxiety Scale for Chlldren(TASC)* the Children 
Manifest Anxiety Scale(CMAS) and the General Anxiety 
Scale for Children(GASC) to 213 boys and girls In Grades
four* five and six# The scores on these scales were then

the 11* examination (a public school examination 
usually taken by elementary school children In Britain) 
was zero# The authors wondered how it is possible for
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between TASC scores and botb achievement measures
tended to be Xari^er tbsm. was tbe case fox* tbe othex* two

tested 318 children of* Grades fourout In Minneapolis*
Correlations weve obtained for boys and girlsand six*

at both grade levels between the TASC and scores on the
five sub-tests of the Iowa Tests of* Basic Skills* All

negative relationship to be any stronger for Grade Six
pupils than for Grade Pour pupils* nor was this
relationship any stronger for girls than for boys*

More evidence Is provided by Cowen et al*(l965)
for 39^ Grade Three pupils In Rochester* New York* For
two separate groups of Grade Three pupils* they
computed correlations between between CMAS scores and

VocabulazT*) Arithmetic Reasoning* Computation and

correlations between GMAS scores' and GPA for the two
groups were -0*29 and -0*30 respectively* Even at an

1

Average at the end of the school year and five Science 
Research Associates(SRA) testsx Reading Comprehension*

anxiety scales*
Another study by Stevenson and Odom(19^5) carried

Concepts* Of the ten correlations Involving SRA scores* 
all were negative ranging from -0,06 to 0*30* The

various achievement measures* Including Grade Point

significant* There was no tendency* however* for the
—O*4O* and fifteen of the twenty correlations were
twenty correlations were negative* ranging from —0*11 to
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early stage of schooling these results Indicate a
consistent tendency f'or high anxiety to be associated
with poor performance.

Prost(l9^8) presented a study In which the
correlation between measures of anxiety and educational
achievement was sought for 310 eleven^yeair—old London

GASC and the TASC which were arbitrarily assigned to
scale

scale. For both boys and girls*
these two anxiety measures were negatively correlated
with four performetnce measures: Vocabulary* Reading
Comprehension* Mechanical Arithmetic and Problem
Arithmetic*

The inverse relationship between test anxiety
and achievement test performancei. seems to occur with
most elementary school children* There is also some
indication that this relationship becomes stronger

sources of
school Indiscipline in Ugandan secondary schools* point
at the Inadequacy of training given to pupils at the
primary school as responsible for the development of
pupils* anxiety* He makes a general remark about the

1
c
J

»

educational system in general: l) Over-dependence*
4

two different' anxiety scales: a "School Anxiety"

with increasing grade level* Some conclusions made by 
£1-Abd(l973* P« Hi) after investigating the

and a "General Anxiety"

pupils* Frost's anxiety measures consisted of items 
from the Manifest Anxiety Scale (MAS)* the CHAS* the
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which occurs

tho

and

Summary
studies reviewed tend to suGSest that inThe

to toe stronger f*or girls than for tooys, and also to

instructions and other anxiety-arousing situational
factors are cited as some of the conditions that allow

is the fact that all the conclusions were drawn from

a 1

n

rote-loaming and repressive discipline promotes 
development of anxiety in tho primary school;

Intelligence Tests, high anxiety.is associated with 
slightly better performance for torlght pupils than for 
the loss torlght. Some of the studies do not support

2) The passing of cortlfioato oxoinlnatlons has toocome 
tho exclusive preoccupation^ and rote—learning methods 

•cramming* are favoured toy teachers.

for interfering effects of anxiety.
The most notatole feature of the studies reviewed

this conclusion.
In Achievement Tests, anxiety Is almost Invariably 

shown to too Invorsoly related to performance toy most 
of the studies. Tho Inverse relationship is also shown

toe stroger with Increasing grade level.
It is also apparent from tho literature that 

the interfering effects of anxiety on performance occur 
in conditions that may put pressure on the subjects 
talcing tho tost. Test difficulty,, ego-involving

as a result of ’spoon-feeding*.
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obsorvationo made on either Europian, American or

undoubtedly different from the Kenyanare
In view of the seeniincly Inconclusive evidence
nature of anxiety influence on learning andon the

for the non-Kenyan 'subjects mentioned*

t «•

-!

i

I

!

Australian subjects whose socio-cultural backgrounds 
background.

performance 
stucty was designed to investigate the effects 

of test anxiety on tost performance for some Kisumu 
Mxmicipality primary seven school children*
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CHAPTER THREE
METHOD

Subjects Tor this study were obtained from seven
primary school within Kisumu Municipality* All the

co—educational and located at places not more than
six kilometers from Kisumu Town Centre*

A list containln< names of primary schools

Office* According- to the list provided, primary
schools in that Area were categ;orised into three

to be included in the study since funds available
could not support a larger number* A stratified
random sampling technique was adopted to select the

names of schools in
the high cost category were written: down in a small

schools from each of the other remaining two oateg-

n

r

piece of paper* Three schools were,(then, picked at 
random* The same Eprocedure was usednto select three

nine schools* Prom the list provided by the Kisumu 
Municipal Education Office,

seven schools were fully government maintained.

low cost schools(formerly African, least well equ
ipped and staffed)* A maximum of nihe schools were

types: high cost schools (formally Eiiropean, well 
equipped and staffed), middle cost schools(formally
Asian, moderately well equipped andnstaffed), and

was obtained from the Kisumu Municipal Education
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ories or schools*
of selectlner the requiredThe rinal process

also influenced by the Tact that headschools was
to research being conductedteachers had to agree

Whether or not agreement toin their schools*

nal tour

Two

their schools because they could not ain
thereroresuitable timetable* The final sample9

two high cost schools9consisted of seven schoolss
three middle cost schools and two low schools*
The following schools were chosen:

1

Oatego xy GirlsSchool

14High CostXaverian
6Aga Khan

24 , 
t * 15Arina

3^ 11Middle CostKibuye
1627Lake
1223Pandpieri

23; 8Hanga 0

1

1

Jfiddle Cost
I

ixjw Cost

High Cost 

Middle Cost

Low Cost

17, 
18

Boys’

nipftte introduced a bias into the sample was* 
of course, impossible to estimate* During a perso- 

of the nine chosen schools* the researcher 
the , head-teachers the nature of resea-explained to 

rch activities to be conducted in their schools* 
head-teachers objected to the research being conducted



-31-

and

of 15 years

other than secondary school students were selected
for the study because of the followiner reasons:

examination* in Kenya* Is the sible criteria for
selecting childrein for onward education to the
secondary school* The CPE terminates the formal
education of a large majority of primary school
children*

and2* Most primary schools are day Institutions*

»•

most

r:
t

fi

and Asian children*
Primary school children in Standard Seven

classes in each school* The subjects had an average 
and were a mixture of both African

significant effects* if any* 
formance of primary seven children since these

all the subjects for the study would very likely 
come from the same geographical surrounding with

children were candidates for an important examinat- 
Certifioate of Primary Bducation(CPE)* This

their homes and school*
4* For the convenience of the researcher*

ion: the

presumably* similar home factors* 
5* The test anxiety measure Instrument used In the 
study required ctiildron who commute^dally between

There were altogether 252 childron(l70 boys 
82 girls) obtained from intact Standard Seven

1* Test anxiety * it was suspected* jwould have more 
on the academic per-
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be round within a short distance

costs minimal*
Description oT Instruments

main variables were studied* These weretTwo
Suitable

measures

study were

of* these tests was Inriuenced by the rollowln<
*reasons >

1* The TASC Is applicable In almost.any cultural

Ability Test was constructed and validated in both
Kenya and Uganda* These reasons testiry to the
suitability Tor use of these tests
2* These tests were easy to administer and cheap to
.1-

'I

Test Anxiety and Academic PerTormance* 
for each of these variables could not be

General Verbal Ability Test suitable for "African” 
Schools by Bl-Abd(l973)« The decision to make use

weret Test Anxiety Scale for Children(TASC) and

priaiax*y schools can 
from each other* This requirement made travelling

obtained due to limitations in time and finance* 
for the variables underHowever, certain measures 

identified following Joint efforts

department of Educational Psychology* The two test 
instruments used to collect data inithis study

made by both the researcher and S*K* Dali of the

setting where the school system is in operation since 
the questionnaire items contained in it only make 
reference to school situations* The: General Verbal
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3. No other better

A brief
foliowet

for Chlldreii(TASC)
The TASC was

form that contains a sample
of questions

The scale

"no" Is

the number of correct answers* A child who scored

and a

taking a test?"

'1

1

4

I

t

reproduce Into many copies* 
alternatives for test instruments

high was characterised as having high test anxiety 
child scoring low as having low test anxiety* 

The following is a sample of the Itepis in the TASC

It is a questionnaire 
that ask the child about his or her 

about tests and teslng situations*

(i) Test Anxiety Scale
developed by Sarason et al*(l96o).

questionnaire s 
"Do you w4rry a lot while you are 
"Do you think you worry more about school than do 
other children?" ' 
"Do you worry a lot before you take a test?'^

were available* 
description of these test instruments now

"When you are taking a testy does the hand you 
write with shake a little bit?"

feelings 
comprises of 30 question items to which a child 

"yes" or a "no"* A
"yes"
scored with no majirk* The total scored was taken as

k must respond to with either a
response is scored with a mark and a
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child’s general reasoning

It
was

Individual help from the teacher. I

2« To classify children for group work.
3* To determine the compsuratlve mental level of
different classes: or schools for administrative
purposes• I

Is not the mother tongue* For exsunple^ the Kenyan
child’s verbal concepts were not formed In Iphe
English language and the testee cannot be completely

I i

i

»

The GVAT was considered a suitable measure of I
the comparative mental level of the Kenyan children 
In this study blnee it was designed* constructed and 
validated In bothi Kenya suad Uganda. The author of
the GVAT argued that typically existing tests of 
mental capacity aY>plied in Africa tend to penalise 
testees for whom the Europesua language of the items

provide teachers with a quick estimate of the gene
ral mental ability level of the school child.

designed and validated for Prlmsay- Seven child-
and Secondary One students. Other purposes of

supposed to measure a 
abilities. The general purpose of the test Is to

ren 
applying this test Includes 
1• To group children In a way that facilitates

(11) General Verbal Ability Test suitable for 
"African** Schools (GVAT )

This test was developed by Bl—Abd(1973)• It Is



-35-

ramlllar with verbal Implications oT Items relating
to history* heritage and literature not his own*

The OVAT consists oT two parallel f'orms i Form
A and Form B. £aoh ^orm has 65 Items In the I'ollowlnff
areas s
— direction Items
- vocabulaz*y Items

Items
— letter series Items
« mixed sentences
* analogies I
« rearransln< words In alphabeticalrorder or sen

tences In neanlnffful order
sentence completion

— number series

— ana£n:*ains

classification
— mathematical operations
— word opposites I
— figure production*
The following Is the general format of the test*
showing the Items used for practice:
Anagrams:

(a) Make three different words using only
letters from the following^ word: SLBPHANT*
The answer could be hat* ant* neat* pale*

{

t

••always has”
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than etc*

(b) Now tx*y "tbls example* Make ‘tbxee different

words uelne: only letters from the word

FATHER*
»9

Directions:
(a) Xf the sky Is above you and the ground Is

below make a cross
( )• The answer Isnot make a tick

( X ).
(b) Now try this example* Xf the mother is

Always has items t
(a) A book always has • a table•

pages,
answer is
blank space shown above*

(b) Now tz*y thia example* A-'cow always has

four lees *
Analoglees

to hand as toe is to

write ’foot’ in the blank space*

(a) Pineer is

a school, picturet bookcase* The

• fieldt sacnsst farmer * milk.

n n

youneex* than her dauehter make "T“ in the 
bracket* if not make "P** (. )•

In the bracket, if

The correct cmswer is 'foot'* So you will

*paees** Write *paees* in the
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(b) Now try this example* Man is to woman as
boy is to 

Classification>
Underline the word or symbol which does not

belong with the rest:
(a) Nairobi, Kenya, Tanzania, B^ypt* The

correct answer is 'Nairobi**
20*

Rearrangement of wordst
Rearrange the following words to make a
sentence 8
(a) is Masaka eighty miles Kampala from

(b) their’mothers care children for
Vord Comprehension8 :1

Underline the word in brackets which has the
same or almost the same meaning as the given word*

hinder, let)*
(b) try (tend, do, act, attempt)*

Letter Series8
The alphabet is as followss

ABCDBPGHXJKLMNOPQ RS T U V V X Y Z*
Complete the following sequences of letterst
(a)
(b) 9 

(c) Z, Y, X, 
GG, HH, ZI, 

(a) prevent ( event, allow.

A, B, C, 

(b) 17» 28, 23^ 9,
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Arithmetical Operations t
Put the necessary signs (4*^ *»

the tvo sides equal:
left side right sideright side> left side BB

6Uo 56 1085 s

(b) 2723 112 8

scored by giving a mark for eachtest yrsLSThe

question answered correctly* Xf tvo answers were
that Item was counted wrong*given for any one Item,

Xf an examinee failed to place the correct answer
the one mark awarded for thatin the required placet

particular item was divided by two* When an examinee
used an irregular method in giving the correct ans—

with the corresponding mark divided by two* The
total for< a' child on each form of the GVAT was taken
to be the sum of all marks obtained for each item*

or In
techniquB' t such as by obtaining

scores
the two sets of scores
applying two equivalent forms of the teat to the same

1
1

840

X) to make

terms of the split-half
on odd items and aven items and then correlating

Reliability of the GVAT Test
Reliability can be measured in terms of test-retest* 

by applying the test to 
the relationship between the two sets of scores|

» i

or in terms of equivalency by

a group of children and obtaining

2__ 1
2

wer to an item, that item was scored correct but
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group of children♦ In tills studyreliability was
cbeolced by taking: 'the correlation between the Individuals*
total scores on the odd Items and their total scores on
tho even Items* The Spearman Rank Correlation (see

p«117) foznnula was used for
. the 6VAT Form B scores* Usln^ seven classes, each with
about thirty pupils from the same school, the split—half

ranged from 0*62 to 0*88 with a mean of 0*82*reliability

Terminal Marks
each

the marks were out of 100 for ea^h of the
subjects,

Research Design and Procedure
Intact primary seven streams from each selected

GVAT Form B was administered to each class In the

to
demonstrate if they understood how to answer questions

f

ri

following way*^ Practice Items (se^ section on test 
instruments) x^re given to the children* They were then
taught by the Investigator methods of answering questions 
In the test* Some children were picked at random

namely. Mathematics, English & Composition 
and General Subjects*

At the end of the month ofJuly, 1982, 
school sent to the investigator a list containing names 
and scores foi^ each pupil in end—term examinations* All

school were used* Where there waj more than one class 
seven stream, only one stream wae chosen at random* The

three core

Hopkins and Glass, 1978,



on the practice Items* After about 20 minutes when the
lnvestle;ator was satisfied most children knew how to
answert test papers of GVAT Form B were distributed*
Five minutes yrere allowed for reading the Instructions*
The children were advised to ask any questions before

One day after the GVAT Form B had been given to
the TASC questionnaire was administered* Theeach class9

investigator read aloud all Instructions and questionnaire
items to which a pupil was to respond by putting a ring
round a
read aloud to the classt

**1 am going to be asking you some questions
questions different from the usual school
questions for these are about how you feel and
so have no right or wrong' answers • First 1 shall
hand out the answer sheets and then I shall tell
you more about the questions

Write your name at .the top of the first
both your first and last namespage*

Also write a B if you are a boy or a G if you are
a girl*

you
some questions* No one but myself will see your
answers to these questions, not your headteacher

I

If

"yes"

they could start the test* The time allowed for 
completing the test was 45 minutes.

or a "no"* The following instructions were

As I said before, 1> am going to ask
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or your parents, These queotlons are dlfrerent
from other questions that you are asked In
school* These questions are different because
there are no rlgrht or wrong answers. You are to
listen to each question and then put a circle

are about hov you think and feel* and there fore *
they have no rlg^t or wrong answers. People

and
you may put a circle around

• Your answer depends on how you think and
feel* These questions are about how you think and
feel about school* and about a lot of other things*
Remember* listen cskrefully to each question and
answer It by deciding: how you feelor
and think* Xf you don’t understand a question*
ask me about It*

says
that she Is goln^ to ask you questions to find
out how much you know?*

I

feel and think differently* The person sitting 
next to you might put a circle around

Now let us start by everybody putting their 
finger on Number 1. Here ils the first question* 
Number 1 * "Do you worry when the teacher

"no"

"no

"no

suround either a "yes" or a

"yes "

around "yes" and some of you would put It around

"• These questions

"yes"

"• For example*

"no"

football?"* some of you would put a circle
If X ask you this question: "Do you like to play



This procedure of introducing questions vas repeated
for several of them and the investigator continued
throughout to say the number of the question before
reading*

At the end of the session, the investigator
collected all the emswer sheets from each pupil and
thanked them for their co-operation.

One day after administering TASC, the GVAT Form A
given to the pupils In the following way. A classwas

was
obtained from the TASC* Half of those who scored below
the median were drawn at random and put together with

from the groupscune way,

that scored above the median to form the High Ego—
Involvement groupt the remaining pupils were then put
together to fox*m the Low Ego—Involvement group. The
two ego—Involvement groups were separated out and
seated in two different rooms. Before commencing work

specific instructions meant for• on GVAT Form A papers,
the two sepsurate groups 9 printed on the first page of

**The tebt before you measures your Intelligence.
Xt Indicates your ability to pass the Certificate
of Primary Education (CPE). The results of your
performance In this test will be revealed

the question i>apers^ were read aloud to each group. To 
the High Ego-Involvement group, the Instructions were:

a similar half, drawn in the

split into two at the medisui on the basis of scores
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your parents”*
the instructionsTo the Ix>v Ego-Involvement groups

”The purpose of* this test Is to find out whether

through the paper as fast as you
allowed 45 minutes to complete the test*Each group was

After the testing time was over, the High ego—Involvement
told that the results of their performancegroup was

would not,
headteachers or parents* All the participants were then
thanked for their cooperation*

Visits to each school were* made once a day for

Data Analysis

Correlational analysis was carried out to detexmilne
the relationship between the TASC and measures of
academic performance, namely, GVAT Form B and Terminal
marks in Mathematics, English A Composition and General
Subjects*

J

I

The process of data analysis was done according 
to the hypotheses advanced for testing*

the questions contained in it are too easy or 
too difficult for standard seven pupils* Work

can”

three consecutive days, and all of them were In thq 
morning hours!

after all, be revealed to their classteachers.

to youi? classteacher, your headmaster, and
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analysis of variance of test anxietyA two—factor
by esO'^lnvolvement was performed on GVAT Form A mean

The distribution of TASC scores for the entirescores•
sample of 252 children Indicated that a split at the
median to demarcate the hl^rh test—anxlous from the low
test-anxious would cause as many subjects to fall on
either side of the median* Xt was, therefor^ decided that

middle. 3rd constitute the medium test—anxious and the
lower 3rd constitute the low test-anxious*

Score Limit Number of PupilsLevel
High Anxiety (ha) 8l19 - 30

9913 18
Low Anxiety (la) 0-12 72

Since the effects of test anxiety by ego-involvement

the
middle
labelled as the upper, middle and lower ability gproups .

a

Medium 
Anxiety (MA)

controlled, the GVAT Form B Was used to divide the entire 
sample of 252 children into thirds* The upper 25^i, 

and the lower 25^ were respectively

TABLE 1 t TASC LEVELS AND SCORE LXMXTS

the upper 3rd constitute the hi^h test-anxious, the

were to be investigated with the Intelligence factor
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TABLE 2

ABILITY LEVELS AND GVAT SCORE LIMITS

Number of SubjectsScore LimitsLevel

40.0 - 54.5 66
25»S - 40.9 135Middle
9e6 - 25»7 51Lower

tbe throe

Finally, a two-factor analysis of variance of test 
anxiety (throe levels) by ego-involvement (two levels) 
was performed on GVAT Form A mean scores for each of 

ability levels.
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CHAPTER FOXJR

RESULTS
The data collected In the study were analysed

according to the hypotheses advanced for testing* The
.object of the study was to investigate two main thingst

and

Istated*
{

The

r

by the GVAT Form B and school marlcs In each of the three 
core subjects, namely. Mathematics, English A Composition

General Subjects$ 2) The effects of tost anxiety by

1) the general relationship between test anxiety as 
measured by the TASC and academic ability as measured

ego-involvement on performance in a single test of 
ncacletnio ability fr different ability levels- the upper, 
middle and lower levels respectively* The mean mental 
ability score differences between: the upper and the

Hypothesis l
■( was predicted that the correlation between

test anxiety ^d academic performance would be negative*
corresponding results are presented in Table 3*

middle ability groups (to3*85, dfo200, p^*Ol), the 
middle and the lower ability groups (ts3«l4, dfc186, 
p<.01) were significant, thus, indicating that these 
groups actually differed in intellectual capacity* 

results are now presented for each hypothesis



TABLE 3
PEARSON'S PRODUCT MOMENT CORRELATIONS (r)

BETWEEN TEST ANXIETY AND MEASURES OP ACADEMIC PERFORMANCE

N S ± gnl n c an c ex*

.001*252 -0«215.

.001*252 -*O«229

.003**Oel73
.0.264252

#Siernlficant at p .05
that the coz*relationIt can he seen Yrom Table 3

are
show that those who express a lot of anxiety,x*esults

to
measured by the TASO is predominantly a worry problem

results strongly suceest that high test.anxiousthe
children probably suffer attentional blocks and task*
irrelevant responses intrude to dominate their

causing their performance tobehaviour * thus,

I

generally perform poorly in academic work as compared 
children who report less anxiety. Since the anxiety

Terminal Marks >
Mathematics 
English & 
Composition 
General Subjects

Mental Ability8 
GVAT Form B

.001*

between test anxiety and the two'measures of academic 
(Mental ability test and Terminal marks)performance

all negative and significant. In effect, these
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bo poor•
HvpothealB 2

This bypotbesls was 1;ested for cHildren who fell

tbat tbe hiffb test—anxious croup In -fcho low eco*
involvement condition would perform better tban medium
and low test-anxious croups wblle tbe low test—anxious

would perform better tban medium and blch test—

Tbe GVAT Form A was tbe performance test* Mean scores
different anxiety croups iln GVAT Form A testof tbe

!•
TABLE 4

3eX Nsd ed
15LA
1218MA

let 4 4.05HA

analysis of variance (two factors wltb three
4 and

y
I12

GVAT FORM A SCORES FOR LA, MA AND HA GROUPS
OF SUBJECTS IN TWO CONDITIONS OF EGO-INVOLVEMENT

croup 
anxious groups In tbe blcH eco— Involvement condition*

45.5
45.1

5.0
5.6 ^^6

Anxiety level

Low 
e KO 1 vement Hlcb ego—Involvement

48*6
^$•2

tbe results presented In Table 5*
levels eacb) was performed on tlie means In Table

In tbe upper tblrd of tbe ability continuum* It stated

are presented In Table 4.
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TABLS 5

ar MSss r Slgnl£1canoeSource

27.4727.47 1 2«8

157.^0 15.92,315.20 PZf-OOl

314»19 31 .8628.38 2 Per .001

61 9.89563.98Error

in Table 4 indicates that tbe per£ox?inance o£ tbescores

£or the

nean score*

! »
t

HA groups 
significant, however, the LA group has the highest

SUMMARY OP ANOVA OP TEST ANXIETY BY 
EGO—INVOLVEMENT ON GVAT FORM A PERFORMANCE

It can be seen from Table 5 that the effect of 
test anxiety on test performance is significant(p<.O5) 

is the interaction effect of test anxiety by

TestAnxiety (a)

Ego- In VO Ivemen t 
(E)

Interaction 
(B X A)

HA group in the low ego-involvei^ent condition accounts 
significant test anxiety effect* A pairwise

to be
expected superiority of the LA group over the MA and 

in the high ego-involvement condition is not

and so
ego-involvement(p<C.05). An Inspection of the mean

1978, p.

comparison of mean scores in the low ego-involvement 
condition using the Tukey Method(8ee Hopkins A Glass, 

358)' confirms /the mean'score for the HA group 
highest and significant (qa3.65, . df=2/6l, p<*05).Th<
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FIGURE 1
TEST ANXIETY DY EGO—INVOLVEMENT INTERACTION GRAPH

FOR UPPER ABILITY CHILTOEN

50- BA

HA

MA45-

Th©
As can be seen from

Test-anxious

I

that motivational bias operates In th© HE 
condition such that test anxiety' causes lower performance*

LA MA

i
LE
E GO-INVOLVEMENT
Interaction effect detected by ANOVA test is

I
HE

g
8

I Pm

o

conveniently graphed in FIGURE 1.
the graph, in Low Ego-involvement (LE) condition. 
High Teat-anxious (HA) children showed better performance 
than their less test-anxious counterparts. In contrast, 
in th© High Ego-involvement (HE) condition, th© Low 

(la) children surpassed the HA children, 
a decrement in performance.th© latter presenting

For this ability group of children, the results
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IIA subjects may know the material beln^ tested but

and test-taklnc factors. Tt appears the IIE condition
Is optimizing for the LA subjects slnco LA subjects In
the LE condition show comparatively poor performance.
This observation would support the hypothesis that LA

charaterlstlc attribute of not worrying
about what is being tested, but tending to derive
positive motivational benefits from ego-involving
Instructions•

Hypothesis 3
This hypothesis

in the LEthan

Mean scores
groups

An
in Tablemeans

In Table 7*
rendered by the tables of results

does not
involvement main

f’

i

support the presepce of test anxiety or ego
effects as nonol of these effects is

presented 
The evidence

analysis of variance was performed on the 
6 and the results of the analysis

middle ability group.
and low test-anxious subjects would perform better

subjects have a

medium 
high test—anxious subjects whereas, 

low and medium test-anxious subjects would.

counterparts.
in GVAT Form A test are presented in Table 6.

condition, 
similarly, perform better than their high test-anxious 

for the different anxiety

Xt stated that, in IlE condition.
was tested for children of the

are unable to show that knowledge due to motivational
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TABLE 6.

GVAT FORM A SCORES FOR LA, MA AND HA GROUPS
OF SUBJECTS IN TWO CONDITIONS OF EGO—INVOLVEMENT

X XSD NN SD
6«4 19 33.218 5.3LA

266.6 6.331.923MA
33.^ 6e12k 30.87.0 25HA

statistically significant. However, the test anxiety

P

TABIE T
SUMM^mr OF ANOVA OP TEST ANXIETY DY

EGO-INVOLVEMENT ON GVAT FORM A PERFORMANCE

F Slgpilf icanceMSdfSSSource

127.96 3.0127.96 P < .251

3^6.65 8.8 P < .102733.^3

2264.09 54.62 P < .001I
41.46130Error

I

Anxiety level

4528.18
5389.44

Low
o go—Invo 1 veinent

Hl ch 
ego—Involvement

hy ©co-lnvolvement Interaction Is slffnlfloant at 

*05 level’. As can bo seen of this Interaction In

Interaction 
(B X a)

EffO- 
Involvoment 
(E)

A^lety (a)

A.S can
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FIGURE 2

TEST ANXIETY UY EGO-INVOI>VRMENT INTERACTION GRAPH

FOR MIDDLE ABILITY CHILDREN

35“

MA

HA30-

BGO-INVOLVEMENT

t2ie craph labelled FlgTir® ^9

LA and HA subjects show slightly better performance

The HE condition seems
indicating that negative

that test anxiety interferes with performance • The gain

/

,!

I:

J_
HE.

LA
HA LA MA

1
TJR

perfromance of HA subjects, 
motivational bias operates in the HE condition such

I co

g
s o

by MA subjects from the LE to the HE conditions is 
slight and could be due to chance*

MA and LA subjects are superior to HA subjects*
to cause a decrement in the

in LE conditions, both

than MA subjects* In contrast, in HE condition, both
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Hvnotbesls U

dirferenc© ±n perrormanc© betwe©!! all t©8t anxiety

low and medium test-anxious subjects would perform
better than their hicjh test-anxious counterparts.

for the different anxiety fproups inMean scores
GVAT Form A test are presented in Table 8»

■

TABT.E 8

X SDSDN

and the
well Mmain effect as

sienificant. Test anxiety main effectinteraction wore
was

A pairwise

Ji,

lA
HA
HA

5.9

^^5

Anx'to'ty Levo J

not significant* 
comparison of means using the Tuhey

6 
r 
3

I/OWfro—Involvement

2
13
15

25.0
23*9
26.1

8.3
3.5
6.1

Hi ch e/»o—invo Ivement

22.9
25.1
22.r

This hypothesis was tested for low ability(as

An analysis of variance was 
results presented in Table 9. Ego-lnvolvemont 

test anxiety by egowlnvolvomont

perfoxnned on these means

measured by GVAT Fonn B) children. It atated that
In low ©co—Involvement condition^ there would be no

groups, whereas, in high ©go-involvement condition.

GVAT FORM A SCORES FOR lA, MA AND HA GROUPS*" 
OF SOTJECTS IN TWO CONDITIONS OF EGO-INVOLVEMENT
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SXJMMARY OF,ANOVA OF TEST ANXIETY BY

ego—INVOLVEMENT ON GVAT FORM A PERPOliMANCE

MS F SlsniricancedfSSSource

6.1219*85 p .025219*85 T

h.6z NS0.129*23
20.1 p .OO11403.9^ 701.972

46 35*51633*02Error

Method
between any

o ccurance »impossible
is possible Tor the omnibus P-te«fc

to
signiricant

be dlTTerences between sometherefore,

of* nowas
meah scores reported in Table 8 are (graphedThe

as

it

(I978)t "....it 
b© significant, but to find no statistically 

differences between pairs of means using

significant 
detected In Table 9*

Ego-Invo1veraent 
(E)

in Figure 5 for easy examination of the apparent 
main and significant interaction effects

8ub*set8 of 
interest to the investigator.

TestAnxiety(a)

some 
significant effectai. observed in the ANOVA

other multiple-comparison procedure"

TABLE 9

the Tukey or 
(p»36O). The

Interaction 
(E X a)

did not reveal any significant differences 
pairs of means. This, however, is not an 

According to Hopkins and Glass

table could,
m^ans and other sub-sets of means, which
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FIGTJRE 3
TEST ANXIETY BY EGO-INVOLVEMENT INTERACTION GRAPH

FOR LOWER ABILITY CHILDREN

HA
MA LA25-

MA
■

20-

EGO-INVOLVEMENT

of Interaction as illustrated inThe pattern
In the LEindicated interesting results.

shown to he superior to
both LA and

in the HEIn contrasty

than
la and HA to
to

t 
LE

I
BE

the HE condition.
There is no evidence to suecest that the HE

I 
cn

§ 
g
i

Flcrwre 3 
condition, MA subjects were

HA subjects who appeared to have almost
tied in their mean scores.

HA subjects showed be^tter performancecondition, 
both lA and MA subjects. The graph shows both 

gain in performance from the LE condition

condition,in this study, promoted or at least allowed
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vould seem that HE conditions help low ability

the ability to perform well under

motivation and test—taklng slcllls#

I

I

L1

consequence
highly evaluative conditions could bo viewed 

matter Involving the need Tor both positiveas a

for Interfering effects of anxiety* In fact. It

children, irrespective of their test anxiety 
level, better show what they have learned and 
what skills they posses than UE conditions* In
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CHAPTER FIVE

DISCUSSION
Introduction

The main alm of the study was to examine the

effects

tive

ress
& Composition*

scores on a
and low

However, In a study of this

Gaudry and

effective predictor of academic
I

>1

»

r
■1

pex*foz*mance 
involved' determining the 

and scores on a single test of

second ohjective 
single classroom ability test for hlgh^ 

test-anxious groups in two ego

effects of test anxiety on tost performance. Subjects 
for the study consisted of 252 primary seven children 

from seven primary schools within the Kisumu 
Municipality. More precisely* the study was concerned 
with 1) the relationship between toot anxiety and 
academic performance in general* and 2) the combined 

of test axxxioty and ego-involvement on 
in a mental ability test. The first objeo- 

eorrelations between i)

important and an

medium * 
involvement conditions. 
nature, it io important to control for ability level. 
A number of past studies (e.g. Barton et al.(1972J

Fitzgerald,1971t Phillips and Bannon,I968) 
that mental ability is an

test anxiety scores
ability* and ii) test anxiety scores and terminal prog

marks in the three core subjects, namely, English 
Mathematics and General Subjects. The

provided evidence

was concerned with comparing mean
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Scores from this test were then

r’

The
n

rindlnff Is

I:n
e

!

n

tered to the subjects•
divide subjects Into three ability groupsi

comparable for subjects In a given tost anxiety or ogo- 
Involvomont group* To control for the effects of mental

to follow is a
study in its entirety.

correlation between test anxiety and academic

all those analyses were 
discussion of the hypotheses and the

performance 
first hypothesis stated that test anxiety

The two-factor 
-Involvement on test performance was

would be
According to the data, 
considerable Support. High test bnxioty was found to be 
associated with low academic performance as measured by 

ability test and terminal progress marks. This 
consistent with thos^! by Sarason et al.(i960))

used to
Upper, Middle, and Lower ability-groups respectively, 

analysis of variance(ANOVA) of test

a mental

performance. So, In order to observe effects of test 
anxiety and ego-involvement on test performance, a 
contributing factor such as mental ability had to bo

ability therefore, the ’General Verbal Ability Test 
suitable for African Schools(GVAT)• Form B was adminls-

anxlety x ego 
performed for each ability leveiron mean scores 
obtained In GVAT Form A ability test. The results of 

presented in Chapter 4, and

The
negatively related to test performance, 

this hypothesis received



Gaudz*y and Fitzgerald(l971 ), Cowen et al«(l965).

can be interpreted in two wayst
mental ability or achievement test mi^Ht already
reriect the interfering effects of anxiety*

questionnaire items in the affiinmative *

self-esteem intensifies because such children are
usually uncertain about their chances of passing*

examination dan distract a child*8 attention from the

compared
to"children who Interpret their (failure

such
oosnitions. The

I
1 I

i

■:

•I

shown that children who attribute their failure to 
lack of ability eventually achieve less well

between test anxiety and mental ability or intelligence 
1) low scores from a

in effect* 
reporting high anxiety* The first interpretation by 
Sarason et al«(l9^0) appeals more than the second.

less able or less intelligent are less able to verbalise 
their fears dnd therefore respod^d to most TASC

The less bright children probably lack confidence in 
themselves and therefore* suffer feelings of inadequacy 
when faced with a test situation. The threat to their

as lack of
effort made* 'According to these'researchers* 
children sure more afflicted by worry

Ji

task at hsuxd and* at the same time* allow task—irrelev^w^^ 
responses to dominate* Stipek and Hoffman(1980) have

or 2) the

Feelings of inability to perform well in an

Kanekar et al.(l97^)» and Deffenbacher(l977). According 
to Sarason et al.(l9^O)* the Inverse relationship



greatest source of* their railures lies in the vay in
which they perceive tests or examinations* When they

important source of* interference to performance.
In the present study, most of* the children were

or average ability* The inverse relationship found
thererore, accounts fairly well f*or the sample*

It is probably fitting at this stage to review
evidence accruing to the effect that worry is the
main factor that interferes with^ performance in

concludes that worry is the greatest source of interfe**

contend that the cognitive components of test anxiety

subjects were‘provided with both' cognitive and emotional
treatments, al combination of the two did not produce
more e^rectivd treatment than Just the cognitive
component alone* They, further, add that the absence of

t

additive effect suggests that, a;t least, for self .report 
measures, it may be most important to focus

exercises more interfering influence on test performance 
than emotional components*

Splegler and Cooley(l980) reported that when

rence during testing* Other studies by Splegler and 
Cooley(l980), Kirkland and Holland8worth(1980) also

treatment
on cognitive coping skills* This also supports the

lack confidence in themselves, woriry becomes an

intellectual tasks* In a detailed review of literature 
on anxiety and academic performance, Deffenbacher(l980)
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components are the most important in the test anxiety
reaction*

The results clearly show that test anxiety is

Correlations alone cannot be prima facieof relationship.

imply two
and that low anxiety pupils|the test

not
fuller modsureto a

while
not

only cause
important e^o-^related consequences to the

Individual.
Intelligence to Ouse anxiety. Hyman(1954)

to be less

r

-I

■I

J

perform poorly on 
being handicapped by fear, 

of their ability, 2) Zntelligonoo

conclusion that 
However, differences in intelligence would

evidence for causation. The negative correlations could 
things; l) That high anxiety causes pupils to

anxiety-producing.
The llteaJ'ature reviewed by Wine(l97l) supports thoThe literature 

test anxiety does interfere with test
performance.

anxiety when the testing exercise and its

achieve for low
and Sowell ot al,(1957) pi» down workine-class parents 

anxious about formal education for their children,

a strong need to

are able to perfoz*m up

Inversely related to test performance. There is an 
eminent difficulty in attempting to interpret this kind

There has to bo, thu^.
purpose bear

differences can cause anxiety such that dull pupils 
become anxious when their Intolllgonco is being tested 

bright pupils find tho experience pleasant and

view of Morris and Liobert(l969; 1970) that cognitive
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Kikuyu rural children in Piaeretian tasks to socio
economic conditions experienced* She notes that children
who come from the low income bracket are not exposed to
proper attention from their mothers who are overburde
ned with domestic duties* This is because fathers spend
most of their time outside the home while en^agin^ in
Jobs aimed at supplementing the family's income* She
adds that bein^ so overworked, mothers ^et easily

this could be reflected in their poor performance*
Test Anxiety* Ego-involvement and Test Performance

The second hypothesis was tested for children of

I

I’

above average mental ability* Itistated that the hl^h 
test—anxious group in the low ego-involvement condition 
would perform better than medlumiand low test—anxious

intellectual developement but may also affect the 
attitudes that children carry to'test situations* The 
children may tend to fear examination situations and

irritated by their children's curlousity and questions 
and that this may not only hamper their children's

groups while the low test-anxious group would perform 
better than mtdlum and high test-anxious groups In the 
high ego-involvement condition* As predicted* this 
hypothesis was supported by the data* Vith respect to 
the 6VAT Pons A performance test* teat anxiety and

and find low—class children to have lower aspirations* 
Further* Muroria(l974) attributes low performance of



effo—Involvement were round to have raoilltative efreot

to danger as
researchers obtained similar results and then questioned
how

in terms

like cautiousness is relevant to the kind cTresponse

(1971)» anxiety effects should he<siven interpretation 
of the cosnitive*attentional view of performance

it is possible for anyone to he extremely anxious 
extremely effective in the task

of the
at hand. However, this would apply more to average and 

For bright children, the

reason for this result may he found In what the Test 
Anxiety Scale for Children(TASC) measures In primary

and, at the same time, 
which has aroused his anxiety. According to Vine

school children. The scale probably measures sensitivity 
Sarnoff et al.(1958) concludes. These

decrements. Wino’s contention Is' also supported by the 
Houttton(1977) and Morris A £ngle(l98l) who

below average children, 
facultative bffect of test anxiety may not be duo to 
the latter’s immediate effects, but to factors only 
indirectly related to anxiety. Ruebu8h(1960) and 
Waite (i960) hold the view that the ’’interference effect” 
of anxiety may be facilitating such as when an anxiety

on the performauace of bright children. A possible

views of
add that when students become preoccupied with their 
own self-evaluation and with the cognitive possibilities 
Involved in the situation, performance suffers because 

misdirection of attention away from the task
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responses required in the situation* Cautiousness may
be a technique adopted by the bright child who is
hl^h tost-anxious to reduce anxiety* In such

the worry cognitions which distractcircumstances
tho child from task requirements and interfere with

to poor performance would not predominate*
The third hypothesis was tested for children

of middle ability* It stated that under low ego-
low and medium test—anxiousinvolvement conditions

the same observation would be made*conditions,
With respect to the middle ability children,
-involvement or test anxiety main effect was

ego
that; suggested interfering effects of anxiety*

While
of ego

it decreased the level of performance

LA subjects are shown performing
I

(3

n

a. pattern
instructions designed to increase tho level

I—involvement raised the level of perfosrmance

subjects would porfoi*m better than their high test- 
anxious counterparts; under high ego-involvement

with performance•

of MA subjects, 
of HA subjects. This lends support to the notion that 
negative motivational bias operates in highly 
evaluative conditions such that tost anxiety interferes

no ego
observed* However, a significant tost anxiety by 

-Involvement effects shown tobe present' gave

the effective use of his time, thus, contributing
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well in both the LE and the HE conditions since
no^sttive motivation should not be a sifpnlficant
problem for thorn.

The fourth hypothesis was tested for children
whose scores on the GVAT Form D foil in the lower
third of the ability continuum. It stated that under
conditions of low ego-involvement, no differences
in performance would be observed between all anxiety

under conditions of high ego-involvement,groups I
low and medium test anxious subjects would perform

of test anxiety by ego-involvement interaction

in either high or low ego-involvomont

better
may posses

anxiety. For

rr.

n

conditions• 
both low and high test-anxious subjects showto help

what they have learned and what skills they
with respect to the verbal ability performance

with performance 
Bather, ego-involving instructions seemed

presence 
effects indicated a rather unexpected possibility.

There was no evidence that test anxiety interferes

test* Evidence 
contradicts the original belief that low ability causes 

low ability children, it would seem that

better than high test-anxious subjects. The results 
did not support the presence of either test anxiety
or ego-involvement main effects* illowever, the

from this result suggests and, thus.



th.© ability to perform well under high ego^

Involving conditions Is a matter Involving th©
need Tor both positive motivation and test«*kaklng
skills although the latter are also important in
their rights

Summary of Discussion

that

thus causing decrements In performance*

that
low
results

gain In terms of* perfoxnnance

on

ii
I'

is not the cause
therefore9 be somewhere in the external enviro-

possible to convey 
in this study* From the data has emerged the conclusion 

test anxiety is facilitating for upper and middle

to operate * 
The results from this study, however, suggest 
test anxiety Is not a significant experience for

ability children, but only under loss evaluative 
test-taking conditions* Highly evaluative conditions 

allow for interfering effects of tost anxiety

shox/n to, almost equally, 
from low ogo-lnvolvement conditions to high ego
involvement conditions. A possible conclusion based 

this observation is that, at least, low ability

a brief picture of the findings

seem to

ability children. This Is amply depicted in the 
where high and low test-anxious subjects are

of high anxiety;. The source of anxiety
must, 
went - possibly developed over yiSars as a result of

In the preceding discussion, it has been
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faulty social dovelopment in the early years of life*

Some Educational Tninlications
The results of this study provide some conclusions

that may bear directly on educational practice and

nature of test anxiety and its influence as a

a

to identify more effective methods of

determine the child’s perception of the manner in 
which the teacher’s power to assign grade will be used*

psychologrical theories that have been developed to 
explain the influence of anxiety on performance*

Xt is recognisable that classroom tests help

necessary 
positive motivation that would enhance their performance*

for
child and consequently ensxire that high test-anxious 
middle and upjior ability children are not exposed to 
myriad of non-content related cognitively demanding 
stumbling attentional blocks that could contribute to 
failure to perform to full capacity*

For low ability children* it would only bo

emphasis on 
creating situational pressure* would onlyand thus 

benefit low test-anxious children* It would be necessary 
teacheisto diagnose the level of anxiety of each

The 
test—taking factor should be determined and understood* 
Assuming that the results of this study are generalisable* 
it would seem that the present practice of laying 

the importance of examinations or tests*
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±n tost-taklnff and coping skills as part of the
motivational strategy aimed at Improving their level
of performance*

The conclusion reached that Increase in level
of ego—Involvement serves to raise the performance
of LA. individuals but not MA and HA Individuals
Is consistent with Sarason’s Interfering Response theory* T

of low ability children*

theorltical and practical problems* The main theorl-

in individuals who report high test anxiety* It was
believed that Individuals who report high anxiety
react to ego-lnvolvlng Instructions with more anxiety*

test an^^iety level was not measured afterSince

individuals *

tical limitation of this study. Is the assimptlon 
made that ego-lnvolvlng Instructions Induce anxiety

Among other things, which are open for future research, 
low ability children could be given proper training

Limitations of the Study
A study like this one does not usually escape

theory cannot account for the observation that 
anxiety has no Influence, whatsoever, on the performance

ego-involving instructions had been given, it was 
not possible to determine the exact effects of 
ego-lnvolvlng instructions on low test-anxious



•70-

The main practical problem was the hetex*ocenpus
composition of* subjects* The sample of* ohlldron
used contained both African and Aslan ohlldnon* Some
Items In the TASC questionnaire used malce reference
to events connected with walking Journeys between
home and school* The investigator noted that quite
number of Aslan children from both Aga Khan anda

Xaverian Primary Schools did not walk to and from
school, but were driven both ways*

Another practical problem met In this study
Included the inability of the Investigator to
select at will suitable subjects for the factorial
design adopted* School head teachers only allowed

of intact classes anduse
numbers in the factorial design occured to be
undesirably low *

In administering the TASC^ the oral technique

the problem of lack of access
the necessary literature andnmore suitable testto

The design of the study was, therefore,instruments
partly dictated by the availability of resources*

:»

this studyt there was

ability of some children*
Finally# at the material time of initiating

employed could lead to scores confounded with listening

as a result# some cell
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FutuvQ Hesearch
A number oT directions Tor future resonreh

the results of the present study*are
In this study the subjects used were mixed In terms

Sex differences with respect toof race and 8ex«
anxiety Influence on test performancethough
alluded to In the literature reviewed, were not
Investigated* Also In the literature reviewed is
the notion that anxiety Is developed in the home
sotting and during the preschool years* There is

determine if some of the ooxcluslons reached In this
study also hold for males or females separately, and

different socio-economic levels* In particular.for
need to be found by which high test-anxious

within non-interfering limits*

ways 
Individual can be challenged but their anxiety kept

a need, then, for research to be carried out to
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3• When

you

6. When the

11 •

APPBNDXX X
THE TKST ANXIETY SCALE FOR CniI/DREN (TASC)

I

1 • 1^0 you worry when the teachez* says that she Is 
going to ask you questions to find out how much 
you know?

2^ 00 you woi*3ry ahout hein^ promoted^ that iSf passings 
Class Seven to Foxmi One at the end of the year?

When
upon some 
problems 
someone else and not on you?

5. Do you sometimes dream at nicht that you are in ? 
school and cannot answer therteacher’s questions?

teacher says that she is goln^ to find out 
how much you have learned,.does your heart begin to 
beat faster?

ijf. When the teacher is teaching you about arithmetic, 
do you feel that other children in the classroom 
understand her better than you?

8. When you are ±n bod at night, do you eometimos worry 
about how you are going to do In class the next day?

9, When the teacher asks you to write on the blackboard 
in front of the class, does the hand you write

'Iwith sometiipes shako a little?
IO When the teacher is teaching you about reading, do 

you feel that other children In class understand her 
better than you? ‘
Do-you think you worry more about school than other 
children?

from
the teacher asks you to get up infront of the 

class and read aloud, are you afraid that you are 
going to make some bad mistakes?

the teacher says that she is going to call
hoys and girls in the class to do arithmetic 
do you hope that she will call upon
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on

I

I.
I

afraid of school tests?
lot before you take a test?
lot while you are taking a test?

have taken a test do you worry about
did on the test?

19^ Are you 
20 Do you worry a 
21• Do you worry ® 
22. After you 

how well you

In the following questions the word "test” is 
used. What I mean by "test" is any time the teacher 
asks you to do something to find out how much you 
know or how much you have learned. It could be by your 
writing on paper, or by your speaking aloud, or by 
your writing on the blackboard. Do you understand what 
I mean by "test"—it is any time the teacher asks you 
to do something to find out how much you know.

12. When you are at home and you are thinking about 
your arithmetic lesson for the day, do you become 
afraid that you will get the answers wrong when the 
teacher calls upon you?

13. If you are sick and miss schoolj do you worry that 
you will do more poorly in your schoolwork than 
other children when you return to school?

14. Do you sometimes dream at night that other boys and 
girls in your class can do things you cannot do?

15. When you are home and you are thinking about yoxir 
reading lesson., for the next day, do you worry 
that you will do poorly on the lesson?

16. When the teacher says that she is going to find out 
how much you have learned, do you got a funny 
feeling In your stomach?
If you did very poorly when the teacher called 
you, would you probably feel like ci?ylng even though 
you would try not to cry?

18. Do you sometimes dream at night that the teacher is 
angry because you do not know'your lessons?
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29.

30.

I

23. Do you sometimes dream at nl^lit that you did poorly 
test you had in school that day?

does the hand you write
on a

24. When you are taking a testy 
with shake a little?

25. When the teacher says that she is going to give the 
class a testy do you: become afraid that you will do 
poorly?

26. When you are taking a hard testy do you forget some 
things you knew veiry well before you started taking 
the test?

27. Do you wish a lot of times that you didn’t worry so 
much about tests?

28. When the teacher says that she is going to give the 
class a testy do you got a nervous or funny feeling? 
While you are taking a test do you usually think 
you are doing poorly?
While you are on your way to schooly do you sometimes 
worry that the teacher may give the class a test?
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APPENDIX II

(London)

Names: 

Sex: 

School: 

Class: 

Countiry of* Oriffln: 

been at school?,

Father•s: 

Age: 

NOW you HAVE

«««

GENICRAL VERBAL ABILITY TESTS 
SUITABLE FOR USE IN AFRICAN SCHOOLS

Tribe. —
How many years have you

INSTRUCTIONS FOR FORM (b).
Fill in the following Spaces:

Dy
HAMED EL-ABD, M.A., PH.D.,

Remember that no 
Do as much as you don’t spend too u-

aignal to begin work quickly and. caroFullyWhen you 
straight ■— 
as you can*

Date of Birth: 
Today’s Date:,^

-_i are given the through the tost as

expected to do everything* 
1 cannot do a question 

much’time on it, but go no to tho next.
»«*

one is 
can. If you

COMPLETED THE EXAMPI/ES» PUT YOUR 
pencil/pen down and read the following carefully. 

*»*
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t

next

**»

When you finish a page go straight onto the 
next* You are allowed to alter any of your answers. 
But make sure that your final answer is clear.

***

The time allowed for this test is minutes.
*#«

IF YOU WISH TO ASK ANY QXJESTIONS ASK THEM 
NOW. YOU WILL NOT BE ALLOTOD TO ASK QUESTIONS WHILE 
YpU POING

DO NOT TURN OVER THIS PAGE UNTIL YOU ARE TOLD 
TO DO SO.
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FORM A
I-...-.

ABC

(10) a sister, an ayah*

(11)

(12) conductor*

(13)

(14)

(15) )•

sR

(16)
' "IS

(5)
(6)
(7) 
W 
(9}

(1)
(2)
(3)
(4)

a doorway, 
in Asia write 
).

rectangle R
J in *------

io equal in area to the square 
brackets, if not put + (

(reserve, spare, save, stock)
(claim, ask, urge, beg)
(teacher, advisor, father, instructor)
(go, do, carry, continue)

Underline the word in brackets which has 
almost the same meaning as the given word: 
rescue 
demand 
guide 
proceed 
The alphabet ist 

DEFGHIJKLMNOPQRSTUVWXTZ 
Complete the following sequences of letterst 

G, I, 
P» S, 
BC, 

X, 
KM, 

a male and 
female draw in the box 

and a bull*

a wife, a car, a nose*

CD,  
V, ___ .

NP, » •
the following underline one of the

represents 
represents a 
a picture of three cows

E, 
M, 
AB, 
7^. 
HJ, 
For each of 
alternatives: 
A baby always has — 
a toy, a mother, a pram. 
An old man always has  
a hat, glasses, 
A bus always has 
seats, traffic, petrol, passengers, 
A shop always has 
customers, 
If Cairo is 
write NC ( 
If the : 
S put »

vegetables, a window, a counter* 
CN in the brackets if not
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(17)

(18) Father son a older Is than his

(19) Some school university pupils to go after

(20) Clock the town watch fifteen by fast my minutes is

(21) Wish was to his great a headmaster become

Complete the followings

(25)

(26)

(27)
(underline(28)

(c) dressing,

■ -.I

I

I

(22)

(23)
(2U)
<' ?'•

If the elephant is bigger than the lion write 
disagree in brackets if not write agree 
()

Arrang the following words so taht they make 
sensible sentences s

In the series beloVt write the next two numbersi 
1, ’

_________» ----- ’ --------’ —-------  
An expensive suit Is used for 
one of the following);
(a) occasions, (b) showing off,
(d) enjoyment, (e) dance

A male is to female as a son Is to a 
Fanta is to drinking as food is to 
Confront is to front as Invalid is to 
Hewrlte the following words In alphabetical order ' 
in the spaces provided below: 
of, out, off, over *

- > t — » *
spoon, spool, sport, spray 

* 9  - » ----------------------
 

forever, ever, forehand, hand
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16.(30) 6. 11.1.
(31)  9 

5/6,(32) 9 

16, (33) 9,3,
2‘t,6, 120, 2, » 

From the letters of each word given, make five
different words. You may use any letter more
than once.

(35) TRUNCATE, 

(36) CARPET, 
(37) determine , 

each of the following underline the 'i^ord, symbolFor
figure which doos not belong:or

(38)
(39)

mmbb, pp,

cast,
silver, gold, zinc. copper(1*3) coal.

(M) n. G.

not in brackets:group

(1>5)

(46)

(40)
, (41)

(42)

3,
'^/5,

12, 
2/3,

right)

H.
word in brackets which belongs with the

_> ^—^9 

glad, jolly, happy, merry, .... 
(perfect, good, nice, cheerful, 
Coofficlont, cooxlstence, cooperation, cooducatlnn 

f

(common, coordination, corioct, correlate, conv ntlon

table, chair, t/odU, door, desk.

9, 6, 
3/^9

ep>

met, fat, rat, sat

suck, rock, duck, luck, muck

lot, but, cut, hut, nut

O, D, 
Underline the



('•7)
soap, door)

(ns) Indian,

('•9)

(50)
aunt, family)

Put in tho two missing* letters to malce the words
into nouns. Use only tho letters

(51) ZT nt >
(5^) chP_ r
(53) dm n r
(54) t I f r

t st rs •

Put the necessary si^ns to make the two sides equals
right side Loft side

2(5to) 53 1B

(5?) k 5 .520 5ssS8

(58) 24 5 SB9 6

4 0.75(59) 22 4 6 36 88

417136(60) 48 6 7 88

contains paris of opposite words* WriteThis list
tho pairs of spaces provided bolowsout

soft (61) above 9 

slim (62) active » 

repulsive (63) hard 9 

bo3 ow (6M fat
la:fly (65) attractive I.

(55).... s<:

8 right side

13____
3 

2

Left side 8

'/jyptian, Italian, ■*^*ussian.

(teachor, man. Judge, aunt.

Jloat, rood, ,':oat, load.

(board, shore, sword.

( Uganda, Australia, Gorman, Londoner, Africa) 
Tonnls, f otbal, wrestling, boxing  
(reading, singing, hockoy, referee, athlotics) 
Kat er, Motl.or, son, daughter,

8 2
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PORM B

Undorline the word in brackets which has the same or
almost the sasno moaninc the given word:
(1)

(M

A B
Complete tho following sequences of letters:

99 

9

(7) 9 

9

KM, NP. HJ, 9 

of the alternativeseach ofthe following underline oneFor
(10) a sister,a toy,
(11)

a rose*a hat.

(13)
conductor.seats,

A shoi5 always has(14)
customers, a doon/ay,
If Cairo(15)
NC (

to the square S pull
(16) If tlio

in brackets, if not89

»

(8)
(9)

(5)
(6)

(2)
(3)

vegetables,
CN in the brackets if not write

] 
.s

The laphabet is:
CDBPGHIJKLMNOPQRSTUVWXYZ

A bus always has .

traffic, petrol, passengers,

)

roctnnffle R Is equal in area 
put I ( )

A baby always has ••••.• 
a toy, a mother, a poem. 
An old man always has ••

an ayah

a windox*, accountor.

E9 ^9 J9 

%, X, V,

rescue (reserve, spore, saue, stock)

pro co’'d (go, do, carry, continue)

demand (claim, nnk, urge, bog)
guido (teacher, advisor, father, instructor)

glasses, a wife, a car.

M, P, S. z
AB, BC, CD, 

is in ‘*^sia, x*rito
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(17)

box is
* a bull•

If the elephant is bifjcor than the lion writ© disagree in(18)
)brnckrata if not i/rite agroo (

tho following words so that t-.ey make sensibleArrange
sentences:

older is than his(19) Father son a

go furtherschool University pupils to(20) Some

warch fifteen bv fast niy minutes is(21) Clock tho town

headmaster become(22)

(23) Complete the following:
is to aA male is to a female as a s n(23)

food Is to(24)
invalid is to{25}

alphabetical order in th©following words inRewrite tho
following spaces

9over 99

99, spray 9

99
(28) over,Forover,

suit(29)
of tho

9

••••(undorlino ono
An expensive 

follox/ine)« {^} occaanl na 
(c) dressing

a picture of thro- cowa and

Fanta is t<ydrinlcing as

Confront is to front as

If represents a male and J 
represents a female dra*^* in the

• Ish vzas to his great a

(26) of, out, off,
(27) Spoon, spool, sport 

forehand, hand

provided below:

is used for •••
(b) showing off

(d) enjoyment (o) danco



-93-

In tho soi'l 'Ji belovf, \/rito the next two numbers;

1» I 

2, » 

T, 2 17,12, > 

(33) R8,22 99,11,

1^/25  

From the letters of each word ci’ven, make five differant

words•
(35) T CARS 9   

CONrlJSSD *  

 * > 

For each of the foliowin

fifji^ro which does not belofags

3e«(38)
(39)

sweet, orange, pineapple('<0)

(7,9,11) (9,11,13)

(^3)
(/»'<)

brackets which belongs with theUnderline th© word in
not in brackets:group

(tribe.7'5)

truck.46) Dus ,

coloursour,'*71 endeavour,
tour.shower,

car, taxi
J

(36)
(37)

(M)
('►s)

nei'^hew, 
rol-'itive, aunt.

hour, 
hammer)

(30)
(31)
(32)

niece, cousin, uncle, ,,
parents, family)

(boat, loi^ry, plain, bicycle,
ship)

X, z, h, c, y. 
(1,3,5,), (3,5,7*), (5,6,9,), 

elephant, horse, monkey

B, l6 

i, 

•^aw-paw, apple.

Cow, b ffalo,

underline the word, symbol or

(flower, sumnor.

You may use any letter more than once:

mate, late, hate, gate, fate.

Aa, I3b, Cc, Dd,
Lion, Leopard, tiger, cheetah, flamingo
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(48)

(49)

(50)

ch

no
signs to make ths l*ollovlng sides

‘i J
left side

8- 3324(56) 7 1 B

(57j 4 0«51054 Ba

4(58) B 83116

B 625336(59) B 12

4 523 B44(60) 16 B

9

»

'5
u

1
3

Put the necessary 
equals

(<51)
(62)
(63)
(6h)

(51)
(52)
(53)
(5h)
(55)

idlsperse 
reluctant 
dark 
despise 
rar

r_____
®P— —*
t_____ r
P

—® 
1

near 
assemble 
respect 
vllllnff 

(65) bright

This list 
the pairs like rich-»poor 
below.

m, 

t __m

r 1 :•* 1’ » .ht right side

3
2

Write out 
the pairs or spaces provided

contains pairs of opposite words, 
on

Put In the two missing letters to make the words into 
nouns. Use only the letters* e* i* o* u* a.

3 t B

20

6

left side a right side^

sad* deplorable, dull* gloomy,(terriried* 
rrlghtened* backward* sorrowful^ shocked)

concave* conceal* conceive* concentrate*.
(conic* condense* courtesy* cork* concert)
Britain* Ireland* Malta* Australia* .......
(Africa* Europe* Ceylon* Canada* China)
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APPENDIX HI
END-TERM SCHOOL MARKS BY SCHOOL AND SUBJECT

TSCHOOL N SD

35

r

35
35

31
31
31

^7
^7

39
39
39

43
43
^3

31
31
31

46.1
29.5

50.1
46.2

49.2
U8,7
52.1

51.0
52.6
50.5

35.2
6it.1

^9.^

62.8
73.^
53.8

16.6
13.8
11.7

11.1
10.5
13.9

71.5
69.8
60.1

7.2
8.7
8.6

13.1
7.8
9.6

17.^
10.2
9.0

14.5
5.8
9.9

26
26
26

17.5
10.5
8.0

p

KinUYE rnTMAKY 
Mathematics

• English & Comp. 
General Subjects

HANGA PRIMARY 
Mathematics 
English & Comp. 
General Subjects

LAKE PRIMARY 
Mathematics 
English & Comp. 
General Subjects 
ARINA PRIMARY 
Mathematics 
English & Comp. 
General Subjects

XAVERIAN 
Mathematics 
English & Comp. 
General Subjects

AGA KlUN
Mathematics
English & Comp.
General Subjects

PANDPIERI 
Mathematics 
English A Comp. 
General Subjects
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APPENDIX IV

MEAN TASC SCORES

School N Mean S«D»

Xaverian
14.3 4.917Boys

Girls

Agra Khan
13.4 4.618Boys

Girls

Lake Primary
4«414«927Boys

Girls

Arina Primary
14.5 7.324Boys

Girls

Kibuye Primary
4.515.036Boys

Girls

Nanea Primary
4.515.723Boys

Girls

Pandpieri
4.415.323Boys

Girls

refer tp pooled munbers of pupils

8 
(31)*

8 
(26)*

18.3
(16.3)*

19.7
(16.8)*

16.4 
(15.3)*

12 
(35)*

15 
(39)*

16

16.5 
(14.4)*

11

3,2 
(4.3)*

4.2 
(6.3)*

3.8 
(4.4)*

14 
(31)*

4.8 
(4.9)*

16.4 
(15.4)*

5.0 
(4.9)*

17.2 
(15.5)*

3.6 
(4.2)*

16.6 
(15.5)*

2^7 
(4.5)*

'MS i-fi-.*.
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APPENDIX V

MEAN GVAT FORM B SCORES

S.D.N MeanSchool

Xaverian
5.517Doye

Girls
Aga Khan

5.643.818Boys
Girls

Lake Primary
9.433.927Boys

Girls

Arina Primary
6.732.524Boys

Girls

Kihuye Primary
8.429.436Boys

Girls

Nanga Primary
9.832.223Boys

Girls

Pandpleri
6.028.123Boys

Girls

-—“ 1 rofor to pooled numbers of p<ipi 1 a
for each school.

8 
(31)*

26.5 (30.7)*'

30.6 
(29.6)*

31.5 (32.6)*

'»7.5
(44.9)*

10.2 
(10.1 )*

12
(35)*

11 
(47)*

*Nunibors In pnronthesos 
of both sexes i.— --

6.B 
(6.8)*

8.2 
(8.3)*

16 (43)*

5 (39)*

(6.4)*

(31)*

(7.1)*

7*7 (8.9)*

29.3 (28.5)*

31.5 (32.1)*

8 
(26)*

(5.6)*
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VIAPPENDIX

I T B N SMISCBLDANBOnS

I



MUNICIPALITY

pVj

9th February t 1982.

T.ETTER O? TWTROPnCTIQN

This

carrying ®nt research an test

fer:BSO/dpa*

'I

Tk!l. Nos: Klsumu 
- Office 2261 - 65

K I S U M U

aOur R«£: J1330/43/Vol«III/(82)
Tour Ref:

I'/ ' -1
(B.S. OCHIEJKG’) WUWIOirAl education officer

The Headmaster/Histress, 
Aga Khan Primary Scheel, 
Xficv’erian Primary Scheel.

. * -<1 Mr« Harris Oddinda, a student atKenyatta Xtolverkty Ccllege, Educatian Department, Psychology 

section*
At the mament he is anxiety and test performance.
o-r,z.o voiir school is one of the best in this area in Kisnmu Municipality, we have permitted him to carry out 5ir?esearch in your school, please assist him.
Mainly he is going to deal wUh 

5-“ 5--’ “r«T '•“ ■«■ 
prrangements with him*

I

Thanks in advance*



MUNICIPALITY O F

9th February,

T>ETTER OF INTRODUCTION

This is to introduce Mr. Morris Oddndi, a student at

I

J

BSO/jpa.

Ttl. Nos: Kisumu 
> Ofllco 2261 - 66

Kenyatta Universl-ty College, Education Department, Psychology 
Section.

1982.

K I S U M U

our Ref: MEO/43A01.111/(81)

Your Ztof:

At the moment he is carrying out research on test anxiety and 
test performance.
i ’■Since your school is one of the best in this area in^ Kisunu Municipality, we have permitted him to carryout hxs 
research In your school, please assist him.

Mainly he is going to deal with standard seven(7) and 
six (6). You should give him time to exercise his research during morninr session, anyway you nay make necessary 
arrangements with him.

Thanks in advance.

(B.S. OCHIENG') fort MUNICIPAL EDUCATION OFFICER

The Headmaster:
Kibuys Mixed Primary School.take Primary School.Manga Primary School.Pandpieri Primary School.Arina Primary School.



CATE: .. iPJbh. PP..fcpj3Ar.4.19 01

a

>»

I

Yolirs faithfully,

for:

c«c.

•Qopar tmorvt- ‘Of* .BducatXon«al.. P^s-ychaXogy, 
Kenyatta University College,

i
I

REK: N0)P.i3/OOl/J.J.Cc 205/3. ...
 t'laurioe. Odondl.,.

Dear Sir/MaaaHT, 
APPLICATION FOR AUTHORITT TO CONDUCT RESEARCH IN KENYA
This is to acknowledge receipt of your application for authority to conduct research on, " a stud^ of the influence of Test

OFFICE OF THE PRESIDENT,HARAMBEE HOUSE, 
P..O. BOX 30510, NAIROBI,.

■p”.' be* box *4’3b4V,‘
nwiOBi-.v

;o'(rn?i:)
PERMANENT SECRETARY/CABINET 
AFFAIRS

, „Sqhool ^Children*’• 
and to inform you that it has been registered in this office, and the proposal has been forwarded to the National Council for Science and Technology, for evaluation. A decision on your application will be reached as soon as we receive the recommendations of 
the Council.
In meantime you may correspond directly with the Secretary, National Council for S'cj ence and Technology on any additional information that you might have on the application. (For any future correspondence with the office, please quote the reference 
given on this letter).

on Test performance of some selected

National^Comcil for Science and Technology, 
N.ATPnPT



3 5.J .EGEKENYATTA

S.th Oc't:ober.^X9-81.*..MfiX

Mr. K. Ruchi ami)tention:

hear Sir,
RESEARCH CLEARANC;:

MAURICE ODOKIir

I Ci

.'11*. Oc'lon'^i a Also, enclosed please find shs.25/*-

corsidex this request at your convenience.i hope you will

yours sincerely,

FOR;

P.O ox 43844
Noi*ob: Kenya 
Telephone: Temple: 356

Enck'Sed please

..ur iiGCOst^ary

PETE'? 0. OSEBE 
registf^tu __

(
- ■ 1 ctKlcnt at this University College and his proposed 

resfjroh has our full support. Also, enclosed please find shs.25/- 
c.-sh beim the application fee.

The Pcijnnncnt Secretiiry,
Office of Ulie Pres,
P.O. Eox 30510,
NAJROEI.

research apolication forms for ’Authority to 
J11 Kanj-a* in respect of the above duly completed 

action.

f.c!. .;5b/71-’V«0
i- Uf H'J ....................

r( »i • I ■} E o.

UNiVERtSn Y 
f’l'FTCi: or THi i;::cyj.T/.P



and dale 19. Cl

f

nSSSAHCH AlJTHORi:^ATIOM .P.C:

Please collect a research Permit from our Office.

I

for:

c.c.

1

P.O. Box 30510 
NAIROBI. KENYA

OFFICE OF THE PRESIDENT 
CABINET AFFAIRS

c.
PSRMANSNT S^CnSTARY/CABIMST AFF.VTRS

::r. n.aurice Ociondi,
Department of Educational Psychology,'
Kenyatta University College,
P. O. Po;: 43844,r».M.popT *

The Cacrotary, National Council for Science and 
T'-'chnology,

Telegrams: **Rais*’, Nairobi
Teiepbone: Nairobi 27411
W^„ rcplytaf, 205/5
Ker. No................................

Your application to make a ’’Study of the Influence 
of Tact Anxiety and stress on Test performance of some selected primary seven Kenyan school children’-’has been 
approved. '


