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. ABSTRACT
[} .
) -

his study wasg deeigned to investigate tho relationship

between anxiety and td’%-performnnce in the Guyuna All-agé
schools. . : |
A sample of 397 seventh-grade atudents (19 boys and

rural

198 girls) was randomly .drawn from two urban.and t

schools situated In predominantly middle and lo _r-class
areas. q‘g-half of the sample was randomly chosen to do a
Mathematics Test under anxiety-allaying conditiqns., The
other half wrote the same test under anxiety-arousing
conditions. The groups were then sub-divided on the basis
of their scores on the Test Anxiety Scale for Children
(Sarason et al, 1960) which was administered prior to the
achievement test. This sub-division yielded‘three,groupsa
the low-test-anxious (bottom 20 percent), moderate-tesp-
anxious (middle 60 percent) and the high-testfénxious ktop
20 pergent). ‘

In order to reduce the disparity among the'ceil
frequencies and thus minimize the statistical problems
associated with the use of such unequal cell frequencies,
80 students were random}y chosen from the relatively large
moderate-anxious group. This resulted in an equhl ngmbor
of observations (80) in each of the anxiety groups.

Analysis of_thendata révealed a significant negative
correlation between the two variables (testéanxiety and test-

iv - , -

‘
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.

</ performance), (Pearson "r" = -.27( t = -4,39, df = 238, .
pﬂ< .01). A three way analysis of Qariance revealed ' ]

.utgnificgnt differences in’ performance between the low- and

_ the mdderate-test-anﬁious groups (P = 7.07, df = 2,228,

‘p < .,01), and hot;oen the low- and the high-test-anxious
grbups (P = 14.63, df = 2,228, p < .01). Predicted differ-,
ence due to- sex ‘and treatment did nof“reach the’ statistical
significan;e required ’

) : These fiﬂﬁingl supported the major hypotheais .which
‘predicted an’ inverse.relationship between test-anxiety and
test—performanct \ ' ,
- The implicationalbf these findingg\for educ#tion&lf

administrators, and suggestions for future research were

also discussed.

Y
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i "Amuof.y seems to bde the Gollnim fact .nn‘ 18 v o
tm-uunm. te. benond ‘the. MM L 13 m&m.

v Ca Ty
(‘riu. 1961. Pe bi). ‘!'hh oomnt."-d; ggro ﬂnn a dmdo

ago, sums up quite succinetly tho prmiling concorn in
contemporary .o;}th over the ofroctu of thil ph‘nonnon.
Anxiety is-svident at all strgtn of /-_ocloty and sbems to ho
a malady from which ‘sven the’ youﬂ& havo«x;ot eucapod .
un-cathod. for.as Doyal and Priedman (197“) opino. fow ..:_/
inp.irments cause shildren. more difficulty.. - |
There are those (e.g. Doll & P10n1n5.~1966)-vho trace
the sharp increase in anxiety in our educational inati%utiona
-to the launching of Sputnik_ n 1957 and to tho‘adverao ¥
criticisms qr the quality o;x:£ltruction in v.-tern Europo
and North America that followed in its wnke. They anguo
that a reaction to the criticisms, has been a shgrp;incnc;le‘
in;;he quantity, though not.necessarili the quality of
instruction in the schools, and the inevitable result pda' @
been a tremendous pressure on the stpdqpt poﬁulltion.
In Guyana this problém is compounded by a situation in
) which the demand for admission to schoole at the post- .-
elementary levgl far excegds the number 9f plubee avnilible.

Cons®&quently, the competithson for the relatively few places

.18 very keen, and in the process, the students are subjected -



[

) ’ T o \.\ v . ‘ P _ N\'
. . - ’ v - --.' A ’ . Y * (* v
soe , ."'. | 3 ,"’f .'. _‘ .. ‘ . . \ M :.
to gntonn wouurb fra. bota tughon dne "Mu. ) ‘,‘ o
Anothon phnnctu-uﬁ.c of our times and one that is v
“related to mxioty. u ,o reliance on tests by present-day . - °

tqlmtoru mm m,;om in Ou@ m . eOpml

.; Nir!y m'g) ib'-bon ?’ 'v

~ in;. As a, -tqdont was mnhonrd * remark, “Marks count for

ayerything. today. They count tor oollo&p. they oount for .
icJano-rnnk and they count to'nlin _your own feeling of well-

beingg (Doll, 1966, p, 8) @
" The c":ont awareness of tho 1-portunoo of nnxhty asca

pomful inmonoo on children's test performance in
: L J

reflected in tho prolifcration of studies rolnté.d to this :
'phonomnon that have been undertaken’ within the past three
decades. Spiolborger (1966) estimated that over 3500"

“articles and books related to anxiety wor6 published during  °

¢ v
l'.

“the sixteen years .procoding 1966, ‘ s
In ouccoedingﬂ Cixaptora.cvidonce will be presented which-: -
indicates the existence of an inveru rolatiét;lhip between
anxioty and tost-perfomnco; but in Guymna rolativoly e
little attention » boon given to the serious lnpncatiom

o

of such a relationihip. P » 0 a

" The literature is replete with studies in this area, .
but with a few exceptions (Sinha, 1972, vMartinez &



h

Spielberger, (1973), most of these have been conducted on the
North American and European Continents. However, the find-
inegs of studies done recently (Paschal & Kuo, 1973 Lian-
Hwang-thu, 19713 Lynn, 1959, Bronzaft et a1, 1974) sugzeét.
that anxiety might be suscevtible to certain cultural
‘influences not indicated by North American research,

The vurpose of the presen& research therefore is to
determine the relationshir between test-anxiety and test-
performance in the Guyinese society with specific reference
to the All-age school nopulation;

It\is envisaced that the findings will provide empirical
evidence that would serve to faciltitate decision-making in

tha Natisn's Test Jevelopment Unit,



CHAPTER II

Review of the Literature

The Concept of Anxiety

B Anxiety, according to Fischer (1970), is one of the
dentral concepts in mpst of the theofies of behaviour and
rersonality, What is perhaps equally evident is that
desrite the corsensus of opinion regarding the significance
of this phengmenon. there seems tb be little agreement among
the theorists as to its nature. Consequently, theories and

formulations differ according to the wnderlying assumpticns

especused by the various theorists,

Psychoanalytic Avproach. Those who belong to tre

Fsychoanalytic school of thought, particularly those who
share the orthodox Freudian view-point, tend in general to
suprcert the theoretical position erunciated by Frqud ™ Preud

(1963} recognized the problem of anxiety very early in his

-

inves*igations and considered it «L

... @ nodal point at which the most
various and important questions con-
verge, a riddle whose solution would
be bound to throw a flood of light
upon our whole mental existence.

(p. 393)
In his early theoretical formulations he had postulated
tha* arnxiety is a4 consequence and direct manifestation of

rerressed libido (Preud, 1963). He later fouqd it necessary

to modify this view and defired anxiety as



... a direct and automatic reaction
to a trauma and ... a signal of the
danger of the approach of such a

trauma, ;(Freud. 1936,. p. xiii) .
Freud distinguished between objective anxiety and

neurotic 'anxiety. Objective anxiety, he contended, is
Synonymous with fear and represents an internal reaction to
Some external danger which is consciously perceived as a
threat. Neurotic anxiety, accordihg to Preudian theory,
shares with objective anxiety Fhe feelings of apprehension
and phyéiological arousal but giffers from that form of

anxiety in t»at the source of *he danger is internal and is

not consciously perceived. .

The relationship between the two-forms is seen in

Figure 1 taken from Spielberger (1966).

Internal{ _|Zxternal danger| _|Objective N
impulses| punishment ] anxiety Repr9331onﬂ-.
Partial breakdown Derivatives of »| Neurotic '*‘
’1 . . . .
of repression lnternal impulses anxlety |+ .
] \

Vad

Figure 1. Relationship between Objective and Neurotic
Anxiety.

Preud's theoretical views on anxiety, although contin-
ually modified, were never regarded as complete (Rangell,
1972), and this deficiency perhaps accounts in part for the

diverse shades of opinion held by other psychoanalysts,



Learning Theory Approach. Those who support this

theoretical position would perhaps agree with the definition
offered by Estes and Skinper (Doyal & Friedman, 1974)

Anxiety /they postulate/results when

a neutral stimulus is followed by a
primary aversive stimulus. When this

1s repeated the neutral stimulus takes

on the function of \a conditioned aver-
sive stimulus, The observed behaviour
that results from this operation is .
termed anxiety (p. 161). -

3

According to Pischer (1970) the first significant

attempt to explain anxiety using this conceptual framéwork,

o 4

was made by Mowrer (1950). Mowrer contends that

-+, anxiety comes, not from the acts .
which the individual would commit but
dares net, but from acts which he has
committed but wishes that he had not.

(p. 537)
JMowrer's formulations differ from those of the psycho-
‘analysts 'in that he conceives anxiety to be a learned

behaviour. Another point of départure is his contention

that anxiety and fear are synonymous terms--a contention that
has never been seriously questioned b& other learning
theorists (Fischer 1970), | ‘

-Other theorists who sﬁpport the learning-theory position
are'Dollard*and Miller (}950) and Eysenck and Rachman (1965),
In Eysenck's formulations, however.-greater emphasis is
placea upon influence of hereditary and constitutional
factors than oﬁ that of learning,

.

A scrutiny of the “two positions reveals some similari-

ties., The principle of reinforcement in the léarning theory



is substituted for Freud's "pleasure principle"} and the
"mechanism of repression” is re-designated as.the.“inhibi-
tion of cue-producing réspdnsesf It Qould appear therefore,
that Fischer's claim about the learning theofists' formula-
‘tions bﬁing a merevtranslation of the fundamental principles
‘of psychoanalytic theory. is not without foundation.

. : .

Physiological Approach. The basic theoretical podition .

of the physiologisfs is presented in thé writings of
Lindsley (1951) and Malmo (1957). AnXiéty is conceived by
these theorists as the effect of stimulus qondit;oqs origi-
nating in the environment and meédiagted through specific_
structures of the central nervousbsystém. This results in

the secretion of hormonal substance and in the arousal of

P

- probably the entire organism.
These three basic positions represent a sample of the

theoretical formulations in the area of anxiety. In this
]

. . 4 » . .
Study, a somewhat eclectic approach is adopted. Anxiety is

conceived as
- --«a sociovsychophysiologic phenomenon
experienced as a forboding dread or
threat to the human organism whether

the threat is generated by internal,
real, or imagined danger, the sources

of which may be const¢ious or uncon- -
scious or whether the threat is second- -
ary to actual environmental threats nf

a biosocial, biophykical, or biochemi-
cal nature., ( 1970, p. 13)



0

Anxiety--State and Trait. The theoretigglMposition
' ‘ . ) - L ) .
that is adopted irr the present research is Spielberger's
S . . o .
Trait-State concept of anxietjx Fagtor-analytic studies-
conducted by Cattell and ‘Scheler (1958, 1961) identified two
distinct anxiety factors which they named trart-anxieé; and -
state-anxieé&: - N
w  According to Cattell and Scheier (1958) and Spielberger
’»(1966). state-anxiety is conceived as a transient type of
emotidnal arousal that is.pfecipftéted by a specific set of
‘conditions. Tra{t-anxiety, on the other hand, is-a relatively
e long-term personality trait which creates in the individual
a latent'dispoaition to respond with overly high statea‘
anxiety under conditions of stress or threat,
Spielberger's (1966) Traithtate‘coqception of anxiety,
cescribed-schematically in Pigure 2, states' that ~
‘the arousal of A-states involves a
sequence of temporally-ordered events o
in which a stimulus that is vognitively '
appraised as dangerous evokes an A-
state reactiom. This A-state reaction
may then initiate a behaviour sequence
designed to avoid the danger situation, .
or it may evoke defensive maneuvers
which alter the cognitive appraisal of
the situation, Individwal differences
in A-trait determine the particular
stimuli- that are cognitively appraised
as threatening. (p. 17)
According to Spielberger and Gaudry (1971), the as umptions
underlying this theory are:

a) An A-state reaction will be evoked for all situa-
tions that are appraised by the individual as
threatening. ) ‘



£33txXuy Jo Tepoy 83838-31TeJ] m.umMpmnHmwam, *Z 8an3tyg

[

e - .l--"-""""""--lll"ul-""al'.ll'"-"ll" "J

sustusyoew esuslop Aq testexdde saTiTUS0D JO uorieesTe

1
]
! sseuauoad “
Vo . ‘LyaTXUR UT |
! S g . §20U8I8F I TP '
i ! - . TenpTATPUT !
' _ Sutusjieagyjuou “
. . .Se pestexdde jTnwiys o3 sesuodsag LIV¥I-Y |
! _ H . ‘ ' , ] !
W w ! \\\
B -~
QT -
1y S | s mrssen
| 1 1 |3uiproaw 03 nmcuMwmmwwmw MMMMAQ (81058043 §)
FA TrlLllL mmmmovmun < - _ : TVSIVHddY
oy | OTIISTLPY FATIINDOD mmmﬁ%wm
" i \ SUSINVHOEW — [TZ33sXS SnoAdau
“ u_ | - ‘TSNZLIq otwouojue .4 , u
v v _ ay3 Jo .
o , i, [(Tesnoxe) ﬂ
m e UOT3BATSOY o -
i _ . ) Ted180701q |-
T t ALYIS-Y ‘sButTesy
~ -
N uotyeroadxe .;wvnmsozp
l +SNOTXUuR, .
' | ‘uotsusysadde mmmmm%mH W%W
\ Jo s3utrTes]
! 3AT308(qng X
. - u—
e o e e e o e e e _
P ¥oeqpasy AT, 1udoo ucm.wpom:mm.



‘

b) Individuals with high A-trait will tend to view
situations that involve failure as more threatening
than will those who are low in A-trait,

c) The intensity of the A-state reaction is propor-

\ tional to the amount of threat perceived by the
individual.

d} The duration of the A-state reaction is dependent
upon the length of time that the dituation is
perceived as threatening.

e) igh ALstate is experienced as unpleasant through
ensory and cognitive feedback mechanisms,

f) ise in A-state has drive properties which may be
. expressed- directly in beha:gour’or may activate

psychological defense mecharlisms that may have
st.

reduced the A-state in th ‘

Phillips (1972), in his review of the major theoretical

positiops on this topic observed that thbugh‘the explanations
for the oriéin of anxiety hava‘peen diverse, they appear to

~

be more complementary than contradictory. .
It would appear, as he rightly notéd, that theré'are a.
number of péints at whiéh the theories converge. There
seems to be general agreement on the facf that anxiety is
manifested physiologically, phenomenologically and behav-
iourally and.differences between thege indicators may be at
least partly due to defensiveness on ihe part of “the testees.
. The state-trait conception of anxiety seems to be
generally accepted and all of the researchers agree that the
consequences of anxiety aré usually negative. Phillips"*
synthesis of the theories are depicted schema@ically in

o
Figure 3. The similarity between his model and that proposed

by Spielberger is obvious.

4

10

o
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Test Anxiety

germane to the present research is "Test Anxi tyY. This

form of anxiety, as its name implies, is con ‘wtualized\as
. anxiety proneness-in a specific situation--
situation. ]
Sarason and his asseciates (1960)id.the:> pttempt to
explain the natu;e and the sourte of’ | d
Suggest that’ the overt manifestations o} test any
reality a product of the.individual's experienceé inqpsycho-
logically or interpersonally similar situatiqne in the
society and, more. importantly, in .the home. They posit that
when the:S socletal and familial‘experiences are aversive,
the individual would tend to experienq‘.fisruptlve emotional
"reactions in deallngs w1th authority-figures. Their posi-
tion is supported by Phillips (1?67) and Richardson (1973).
However, Richardson adds, that other possible sources of
test-anxiety coyld be inadequate tgst preparation and lack
of ability on the part of the testee,
Richardson's conteﬁtion about the lack of ability of
the testee being a source of anxiety deserves closer scru-
tiny. By inference, this means that the individu;is.with
the least ability should normally be among the most anxious
in a test situation; but this claim is disputed by GJesme,

(1972) who, in an analysis of the Achievement Motlvatlon

Theory (Atkinson 1964) contended that individuals of low



\

v

academic ability geﬁerally do not exhibit high levels 6
,;nxiety when confronted by a test or test-like situation
Perhaps a better explanhtion is that proffered by Sarasoﬁ\
and his colleagues (1960). They admit the possibility of
poor academic ability causing anxiety but argue that amxiety

is the dominant causal factor in the relationship.

) TheAfindings of research conducted by Liebert aﬁd Morris
(1969), Spiegler and his associates (1968), and Morfié and
Liebert "(1970) suggesf that test-anxiety can be bréken down
into two major components--worry and emotioqality. They
conceive worry as the cognitive component which.involves
expression df concern about one's performapoa e.g.._thinking
%b;ut the cnnsequehées'of failure, or expressing doubts

abbut one's ability to perform adequately. The other
component refers to the.phyéiological and affecﬁive reactions
to the stress of the test situation.

Morris and Liebert (1970) conducted two studies with
s8amples from the college and high schéol populations in the
United States. They found a significant negative correla-
tion between test-anxiety and test-performance. They then
eliminated the variance due to emotionality and found no
change in the correlation; but when the variance due to
worry was partialled out, the correlations dropped to non-
significance. It would thus appear ‘hﬁt it is the “worry"

component of test-anxiety whi?h deersely affects performance,.

-



6. The relationship between test anxiety and teet
pPerformance is, according to Spielberger (1966)., somewhat
'complei:n that it dependa upon the ege. eocieel clne. eex
and inteiligence of the population under review:

Yarious theog@ee have been advanced to explain the .
nature of the pelntionlhip. Sone researchers (e.g. Spence &
' Spcnce. 1966). conceive anxiety as being a general emrgh- @
ing drive- ‘Under thie theoretical Pe@€htion, the exci‘tetory
"potential or & response tendency is assumed to be a
multiplicative function of the initial strength of the
particular response tendency and the level of drive.

These-response tendencies, they hypothesize. are
ordered in a habit hierarchy depending upon their 1nitia1
strength. 1In simple learning siguations the correct
response ranks high in the habit hlerarchy which in turn‘
fac1litates 1earning. However, when the task is complex,
anxiety tends to interfere with lear7ung initially but
facilitate° it eventually when, as a result of practice. the
.correct habit moves up 1n the hierarchy.

Sieber (1969) argues that if "memory traces"”may be\\
equated with “"respapse tendencies". then this explanation
could be extended to state that a high-ankiety state should
reduce the availability of weaker memory traces. Thus

during a comrlex task, responses which are not dominant to

that particular task may become less available under condi-
m

///
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tions of Mgh “dri'vo or strese., It would amﬁ however,

that this thaoretical formulation cannot Moqntoly explain \
the rolnlomhip botnon nnxint* and portor-nco sinoe if.
r-n- to acknowledge the importance of lhh-mioty.

Another group of researchers fo.g. Mandler & Sarason,
1952) shares with the ndvoc.tn of the mltlon outlined .
above the conception that the rolntlonﬂaip bo I n anxiety
md performance is a unur mt They, m she
hporuncc ot the hadit hioru-ohy and concoivo u-t-anxhty
-to be dotouinod noro by Nnmrt&culnr aituatlon.

Ilndlcr and Sarason hypothesise that two types of
drives ire ¢omra11y present in the individual A the testing
situation.” There are “learned drivo-' which are a functidn
of theVnature of the tuak. ‘the test uterial and the
iﬂltructiom. 'l‘hese includo the need to achieve am”:l) to .
finish the task (ST) and are reduced by task rospomns (R )
which lead to the completion of the task.

® . The other type of drive is the "learned anxioty drive"'
which is a function of previously-leu'ned anxiety reactions
in the testing situation. This anxiety drive (S‘). they -
posit, elicits two general types of responses; ‘

a) those which are specifically conneqged with the
nature of the task (R,) and which produce a foiling of
inadequacy. helpleseness or anticipation of punishment

b) Those which relate directly to the completion of

the task (R,,) and which t‘lnction like the - (Rp) responses
{
' 1



-
i
K

28 o
N L . . . .
M .- i . .
. ‘.:‘. = . R
‘ B . Lo .
x . ' . .

[}

. ‘I'Mro ﬂu 1ntomm Fesponses r_, and . 'Moh xm'

to the fipal ml Ry ™ile Ryp 8d Q, rupomu 1094_

to. tuk completion, I‘ interferes with task completioen, .,
Their positioh is dﬂlorlm lohcﬁﬂoally in Pigure &,

' .
Stimulus. = Intervening =~ . Pinal
Situgtton Responses . Responses

Bp = — — - t——“*-4);"r

(task drives) ‘ : e
X o
; -
ah -
r
-~ "at
P relevant to .
_ task
. ~ K
-
-~
s“s %
~ 2 0
-~ V)
« ° ~ \‘
“ . ~ © -
> P o . — ___<1_, __.RA
net relevant
to task

Figure 4, Drives and Responses evoked in the testing
situation. ) ‘
Thus, the individuals with a high anxiety driveé and a
lgrgelnumber of RA responses 1n their response repertoire.
will tend to make more taak-irrelevant responses initially

than those 1ndividuals with 1ow anxiety drive,

The converse. is also true. Those individuals with low
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inxiety drive will be a:t o respond with Hope task reloevant
. Q . )
ronses ana consequently their performa.~ce should be

) ‘
tter, \

Zysenck (1957) in his review of the fwo positions -

sresented here opine tha* no.+ only ar- thex compatible byt

they could very well be rges T the general Yerkes-Deds:or
J _ 3
Law. Thic law take: int: accoirs b osh th,. complexity of +he

task and the presence of state-anxiety, ani conceives “"drive"

15 having a curvilirear relaion t. rerformance., Interme-.

e
jop

1iate Tevels of drive Aare oprtimal but “nc low or *-0 h g

—— i

irive terds to produce Sur-ortimal performance, It s

t
2

tes

Tarther that the optimum @give required fer efficient

learning is inve

"y

sely related to the comrlexity of the task
VBroaitarst\ 135735,

This arecretical rosition predicts that orn 4 tasy ~f

poe

AN . )
mellm difficulry, - -th- medrerate~testoanxious students sk o412

rerforT better.than Yo ir law-te-toanxious or high-tes+-
” . \J
X ious counterparts, bat oo the Liffizilty increases se too

. . . R A . PN
Bhn it othe quality of woerk o fRa low-*est-anxicus, with a

correstonding decreass in the performance of the high-test-

v, I'hus or 1 really comrlex task tre low-test-anxiocus

PO, .
“tudertt will be expected ta proiuce the bect results.

Srnversely 1 *fe tagy is .xtremely simpl~ then the high-

1

testoanxiouns wouli be expertod to rorfarm slenificantly

Te-t*or *han *halr m-odorate-s 4.4 low-tet-arxioye cointer-
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A model that is str%kingly similar to that sugpgested by
the Yerkes-Dodson Law, is f@at proffered by Hebb (1955) a?d
shown in Figure 5. He ‘argues that without arousal no learn-
ing can take place, but on the'othep hand, high arousal tends
to ‘interfere witﬁ learning. There is therefore an optimal
level beldw and abqve which perfrmance tends to suffer,

In this.pesearch the theoretical position suggested by
the Yerkes-Dodson Law will be the 6ne adopnted since this
position acknowledges th. importance of trait ar3 state
anxiety as well as the complexity »f task. 4

#hat is: perhavs significant, is that th. imdings of
most of tﬂe studies investigating the Yerxes-Dodson Law
surrort a linear ra*her than curvilinear relationship, but
whether this lack of support for the curvilinear’relativnship'
is due *o a pussible flaw in the Yerkes-Dodson Law >r to the
4se ~T faulty statistical procedures is a question ‘that will
retuire careful research. Many researchers’(e.g. Bauer,
19751 Sarason et al, 1972) have confined thelr investica*inns
tr the high-test-anxious ;nd low-test-anxious groups thus
leaving unclear the effect of moderate anxiety on test
re- Y rmance,

A fact that is evident is that the studies done in this
areaxare marked by inconsistent findings. Resul+s range fror

’

"sifnificantly nagative™ to "significantly positive",

-

;i}rburton (log?2 in his review ~° research that had been

lone in the Unitéd‘Stqtes rrior to 1962, found that ~f the

18
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)
thirty studies he had seen, about 93 percent revealed a

negative correlation between the two variables, and as

Table 1 shows less than half (47 percent) of these were

*ificant,.

Table 1

i

Summary of Warburton's Findings

Anxiety vs School Achievement Results
Significant negative correlation 13
Non-significant negative correlation 1lsg
Zero correlation 1
Significant positive correlation 1,Wﬁ

*

What is perhaps even more discouraging is that four
years later, Rushton (1966) reported finding eleven positive
correlations and sixteen negative ones in the twenty-seven

studies he had reviewed.

Frobable Reasons for the Discrepant Results

.

4 It is recognized that iqiftudies of this nature there
are certain variables which when present, serve to influence
the results. Spielberger (1966) contends that ohe of the
pnobablg\reasons for the inconsisténcies that are avpparent
in the Heported research, is the failure on the part of

researchers to distingutsh between anxiety as a transitory

state and anxiety as a personality trait, ‘Sarason (1960)

20



N
reports that the majority of the studies relating measures

of ttalt-anxlety to measure of intellectual performance

have yielded non-significant results., This conclusion was
perhaps arrived at as a result of his research at Yale
University (1957) in which he compared his General Anxiety
Scale with his Test Anxiety Scale using the Scholastic
Aptitude Test(SAT)y the Mathematic Aptitude Test (MaAT), andﬁ
Grade Poin® Average (GPA)., His findings which are tabulated
in Table 2 clearly reveal the supériority of the Test
Anxiety Scale over the General‘Anxiety Scale as an indicagpr
of the anxiety experienced in testing situations,

Support for this conclusion is found in the results of

_“Iater studies (Meyers « Martln. 19744 Sarason et al. 1972,
Eysenck, 1972). Eysenck argues that it is possibl.*tor an
intelligent, well-prepared person scoring high on 4 measure
of trait-anxiéty, to enter the examlnatlon room quite calm
simply because that\oartlcular testing situation might not
provide the necessary stimuli for the high arousal of his
anxiety, On the other hand, an individual low on the measure
of trait-anxiety, may yet, because of poor preparation or
weakness in that pParticular subject area to be covered by
the test, find the testing situation highly anxiety-arousing.
It is possible, therefore, as is apparent from Table 2, that

if a, trait-anxiety scale is used, conflicting results could

=be oﬁ?ained even when the same sample is used,

21



22

E

ST e

)

oYoyoksg
‘uosexes *1 Aq eolrewroyaayg

TBJ8UB) ‘A1aTXUY 388y woad 1ajop

064 = 58 ‘9 'TT *L56T
JutyTnsuoy jo TeUandp
Hm:uowﬁﬁmchucmmpmﬂxc<

10° > d ws ,
S0° > g
#h1° 11° P P €00°~ 01° 9Teds A38TXUy TeJ8UaN
noo.- #90° - YA S 1= »02°~ 1= 9TedS £381XUY 389]
A ysy 2L pag  ak puz Ik 387 « .
, A VS 1838
¥do £y 91xUY

saanseay USWBABTYDY PUe sadeasAy jutod apeasn
‘saTeOQ zwmﬂxr< Juowe suorjeTaaa0n

¢ oTqel



Hﬁ%ther‘variable that seems to exert some influence on
the results of studies of this natdre. and'one which could

.« explain in part the inconsistencies found. is fo ‘complexity

of the task (Martln, 1972, Gjesme, 1972). They hypotheslze

that when the task is simple in relation to the' children's '

,habllity. little test dnx1ety is generated and the high-test-

\,thious tend to perform as well as their low-anxious peers,

Hambleton (1968) Towle and Merrill (1972), and %
Thurner and Wennehorst (1972) found that by merely arranging
the test 1tems in descending order of dlfflculty, more
anxiety could be aroused with a consequent decrement in
performance. |
It 'is beceming increasingly clear that cultural factors

pley an important role in such Studies. Bronzaft and his
associates (1974) compared forty Negroes at a New York
college with sixty-five at the University of the West Indies.
They found that the West Indian University students possessed
31gn1flcant1y higher facilitating test- -anxiety (movivatlon)
and lower debilitating test-anx1ety‘than their New York
counterpvarts, and they attributed these differences tqQ the
background and cultural experiences of the two samples.

It must be noted, however, that their findings do not

'Necessarily suggest that West Indian students are less a;xious

than American students. They drew their American sample from

one of the minority groups in the United States and researchers

have found the anxiety level in minority groups in the

23..
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United States to be significantly higher than the white

section of 'the population (Phillips, 1972). "
‘ Paschal and Kuo (1973) compared representative samples

of American and Chinese College students and found the

Chinese students to be significantly more anxious than the{F‘
Americans, and their findings are consiktent with those
obtained earlier by Lian-Hwang—Chiu (1971% in his research

with samples from the same two cultures., These }eeearchers

are unanimous in their contention that the differenqe found ’
is due to cultural factors as well as the educationai

systems. They traced thd children's attitude towards’tésts

to the child-rearing practices in the t#o cultures and

children is a direct result of the strict parental control
~
PP~
they experience.

The American children on the other hand, grow up in a
more permissive environment and therefore do not perceive
the test situation as threatening to their self-esteem, as
do their Chinese counterparts. The Ghinese educational
system was perceived by these researchers to be test-
dominated, more selective, and consequently more anxiety
arousing than that of the United States.

Perhaps it is not without significance that Lynn (:

Purneaux (1956) and Rushton (1966) who reported findiné'

incongistent with the general trend, all worked with sam

drawn from British educat%onal institutions or reviewed



studies based on English children.
In 'the case of Purneaux, his sample happened to be a
select group of successful university students; but, as

Eysenck (1972) states, it is possible to'find'a positive

-t

relationship between the two variables under review at the- ‘L
university level i% Britain becausec of the high degree of
selectivity and the resultint elimination of the high-test-
anxious in tﬁevprocess. According tolhis arguments, the
ones who succeed at university level in that country are the
able low-test-anxious as well as the high—fest—anxious who
have been successful in controlling thelr anxieties.
Perhaps similar arguments could be used to explain Bronzaft's
observation about Jdest iﬁdi&ﬁuﬁﬁf;gféif}mé£&dégfé”sgncé
there are striking similarities between the educational
systems in the West Indies and Britain.

sarason and his ascociates (19€0) using samples com-

prising 597 American and 533 English children found that

althoughathe two coroups were similar with respect to trait-

v anxiety, the English children exhibited a higher level of

test-anxiety--a phenomenon which they attributed to the
difference in the educatioral Systems.

Sex is another vgriqble which must be considered in.
studies related to anxiety, for sex differences in anxiety
measured by questionaire or self-report inventories have
been consicstently obtained, with girls showing higher scores

(Sarason et al, 1960).
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It is felt that this difference is not an indication of
girls being more anxiety—pyéie but rather it is indicative
of the defensiveness oﬁ the part of boys to admitting
anxiety,

Sarason (1963) suggests that in western societigs boys
are not encouraged to admit to being anxious 3ince suéh an
admisgion would somehow be a reflection on. their masculinity,
He founi sirnificant differences between boys and girls in
the correlation %f anxiety with performance on the School
and College Ability Test. 'The correlations for the boys and
girls wer~ found to be .55 and -.27 respectively.

Another factor which could accouint for the inconsisten-
sies alluded teo earlier is pernaps the faiiﬁre on the part
of ;the early inyestigators to recognize the importance of
*he social clqéé of the samples used.

It has become clear that lower-class minority status
youngsters reveal consistently higher levels of anxiety than
nther lower ~lass children (Phillips, 1966); in addition
Dunh (17969) reports that lower-class children tend to be
more anxious than.their middle-class counterparts.

These are rerhaps some of the important variables which
tend tn influence the findings of research in the arga of
anxiety, but which to some extent were not sefi ly con-

sidered in some of the earlier studies.

—

A ettt
Nithin recent times, investigators have shown sfreater

awareness of the importance of the fartors discussed and



some effort has been made to control them. This h;s
r;sulted in more consistent findings. |

Illustrative of these recent studies is that done by
Oros and his associates (1972). They investigated the
effécta of anxletywon the Wechsler Intelligence Scale for
Children, They controlled trait-anxiety and then gavae
anxiety-arousing instructions to one randomly-selected group
and anxiety-allaying‘1nstructions to the other. Significant
differences were found between the means of the two groups
in favour of the low-test-nxious group on all but one of
the sub-tests. .

Young and Brown (1975{ in their study controlled
intellectual ability using previously-determined intelligencé
quotients and obtaimed similar results. Another carefully
designed study is that reported by Osterhouse (1975). He
worked with a sample of 412 undergraduates (44 percen%;males
and 56 percent females) at the University of Maryland. -ﬁis
findings were consistent with the general trend. The low-
test-an#ious students obtained higher scores than their
moderate-test-anxious and high-test-anxious peers in both
anxiety-allaying and anxiety-arousing conditions.

Thesg findings coincide with those of other recenf
studies (Wine, 1971; Mandelson, 1973y 0'Neil, 1973; Simons,
1974y Sarason, 1973; Smith et al, 1971; Sinha, 1972; Martin
& Meyers, 1974; Bauer, 1975).

It is evident that despite the inconsistencies of

A
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@ier findings, "tWe dulk of the.evidence of more recent
8tudies support the general ‘hypothesis which predicts a
;fﬁ negative correldtion between test-anxiety and test-

performance.

28



Definitions

e ety.  In this study test-anxiety is

operationally defined as the affect measured by the Test
Anxiety Scale for‘ghildren (TASC). The test-anxious child
will in reality be the "one who admits to tension, worry
and feeling upset before, during and after taking tests."

(Sarason et al, 1968, p. 493)

Low-Tesf-Anxious. It is assumed that the affect
anxiety is normally distributed in the population. An
individual is thus categorized as low-test-anxious if on

the TASC he or she scores below the twentieth percentile.

Moderate~Test-Anxious.. This group includes all

students in the>sample whosl\scores lie between the twen-

[ 4

tieth and eightieth percentiles.

NV _'.:” ;
High-Test-Anxious. This category includes all students

in the sample whose scores lie above the‘eightieth
percentile,

These three categories represent rough approximations
of the proportions that would ordinarily have fallen between

(minus three and minus one), (minus one and one), and (one

29.
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and'throo) .tnnﬁard'doviations,on the normal curve,.

0

‘ .
The weight of tho ovidence providod by the otudio-
rovio~‘q~fonda in general to oupport the followingv

hypotheses.

)

-

, . ° O
Hypothesjis 1. Thet\'ia a nignifieant negative correla-
tion between teat-anxiety and test-performance- -among seventh-

grade stué\hts.

Hypothesis 2, 1In anxiety-allaying conditions there‘are

no significant differences in performance among high~test-

anxious, medera%e-test‘anXIUue‘Enﬁ"louﬁiestggnxioua etudentgl

30
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Hypothesis 3. 1In anxiety~arousing cdﬂditions there is

a significant difference in performance between the low-

test-anxious and moderate-test-anxious students.

Hypothegis 4. 1In anxiety-arousing conditions there'is
a significant difference in performance between the low-test-

anxious and high-test-amxiqus students,

szgthesig 5. In anxiety-arousing conditions there is_
-
a significant differaﬁ%e in performance between moderate-

test-anxious. and high‘tht anxious students.

Hypothesis 6. There 13 a significant negative correla-

tion between test- -anxiety and test-performance among seventh-

grade boys,



¢

Hypothesis Z. There is a ¢i.nificant negative correla-

tion between test-anxiety and test-performance among seventh

Frade cirls.
) _
Hypothesis 8. 1In anxiety-arousing conditions there s

A sifnificant difference in performance btetween hish-test-

Anxious toys and high-test-anxious Firls,

°

Hypothesis ¢. 1In anxiety-arcusinrg conditions t ere is
oy N}

a2 significant difference in performarce between mmﬁzrate—
-
‘f.

test-anxious boys ani rmoderate-test-anxious airls?,;
-

Hyrothewnis 14, In anxiets-arcusing conditions *here is
P

a siynificant differernce n performarco betwesn low-test-

inxioie boys ani low-test-anxious firls,



CHAPTER IV
Me thod -

Samrle

The data for +he rresent investicsiti sn qre bispﬁ on 1
Sqmr}@ bf Sevnntﬁ—qrxio stulents from four All-a.o Sihnool
in Guyarna. Two of the schools are locited in the éqpit?l,

e rootown, Zhe others are situatad in o rural village

1bout rtrree miles onagt of ohe carita’. Thel sehnols draw

childre: rrimarily fr = *he middle and lower socio-economic
Iovels of the Jdyanege socieoty.

The t-tal number was originally 400 (200 boys and 207
' but *hree students who i1t not comrlete beth tests

AT IR S A TR dove et lled Infeormation orp fewe samyple

St e emeale o o whioh S was rand ‘mlyv drawn iy shewn

PO}

Table 3

(IS oI S Cothe: Sample

oo locatior Boy: qirla: Tot!

Sacr b o Hegre Lt 'rbarn 6 oo 12C
- .. . . ~. »
2aArTol v, Y, rbar. ot “h lo¢

S*t. Jonntoo ok, ©ohural 3. 20 ol
Flulvnar~e Sovernrm oo Rural o o4 L
TUTA 10 19x a7




These students represent the normal seventh-grade population.
It must be noted however, that in Guyana all children
between the ages 10 - 12 write the National Secondary Schools
Entranif Examination during April. A certain percentage of’
the best students is then granted Government support to
attend the Government and Government-aided Secondary Schools.
The seventh-grade population then is in reality the poLtion
of the sixth-grade population that failed to win places in
the secondary=mschools.

In order to test the major.Hypotheses, the sample was

randomly assigned to two groups--a control group ndmbering

194 andi an experimental group with 203 students.

The testing Instruments

The two instruments used were an achievement test and

an anxiety scale. The Achievement Test is a modified form

of the Secondary Schools Yntrance Mathematics Test used in
Fuyana in 1972, This test consists of 50 items designed to
measure achievement in the following content areast locfic,
numeration, computation, weights and measures, scale drawing,
and mensuration. (See ’I‘abl&&)

A mathematic test was chosen because, as'Lunneborg
(1964) found from his studies, mathematics is one of-thg
subjects most s:sceptible to the deleterious effect of
anxiety,

In order to increase the comprlexity of the task, the



Table 4

Blue Print of the Test Content.

Content Area Items
Logic 39
Numeration
Use of symbold for numbers 1, 2, 3
Place value - S
Rounding numbers 27

Computation

The four rules--whole numbers

The fourwrules--vulgar fractions
The four rules--decimal fractions
Percentace

Order of opera‘*tions
Averace

Unequal shharing
Frofit and Loss

Simple Proportion

Woights and Measures

Length

Dryv Measure
Time

Weight

Scale Drawing

Mensuration

Area

Volume

4, 7, 8, 9, 11, 14,

28,
15,
10,
32

X
'o

31,
37
Li

23,

19
18,
36,

40

34,
17

33, 42, 46, 47
20, .21, 26, 49
16

13
30, 43
38

50

35, 45

34



least difficult items oh the original test Werg replaced. by
items of’above-;verage difficulty. As can be seen from
Figure 6, the revised instrument proved to be difficult for
both groups in the sample. ‘ ¢
The reliability coefficient obtained by the Kuder-
Richardson method was found to be .72 for the control group
and .69 for the experimental group. The standa;d errors of
measurement for the two groups were 3, and 2.9 respectively.
These statistics appear to be reasonable in view of the
homogeneocus nature of fhe samrle, Howevér. they should be

interpreted with caution for there were indications that a

number of students failed to finish the test, and, as
<

lehrens and Lehmann (1972) assert, whﬁn tests are speeded as -

this obviously was, reliability coefficients obtained by the
KR-20 method tend to be spuriously high.

fhis instrument was examined by personnel from the Test
Development Unit.'Ministry of Education (Guyana). They

considered its content validity as well as its face validity

to be reasonably high.

The Anxiety Scale

There are, according to Krause (1961), six types of
evider.ce for transitory anxiety,

response to stress
physiclogical signs
clinical intuition
free molar behaviour

fLO Y

(
(
(
(
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e) task performance changes
f) introspective report.

(
(
In this study the type used was the introspective report,
and the scale éhosen to operationalize anxiety was the -
"Test Anxiety 3cale for Children®” (TASC).. This scale was
develoved by Sarason and his collearues (1960) . as a measure
of anxiety that is experienceA by children in tests or test-
like situations.

The TASC consists of thirty qugstions about school
tasks and test situations (see apoeﬁdix-A). These are read
to the students whos then raspond by indicating‘"yes" br
"nc”. The score is tﬁen computed by adding all the "yes"
responses., “

This scale was developed with reference to the Freudian

concent of anxiety. The designers share with Preud the

belief that anxiety has three attributes, "1) a specific
unpleasurable. quality, 2) efferent or discharge phenomena,
and 3) perception of these." (Preud, 1949, p. 70). They

contend that though a ~hild misht be unaware of the uncon-
sciocus siqnifiqance of the 3nxiety-reacfion. he is aware of
the unnleasan* state throush which anxiety manifests itself
and consequently he should be able to communicéte his
feelings to othefs.

Doyal and Forsyth (1973) revort a testk¥etnst
reilabiliity coefficient »f .65 for both boys and girls nver
1 £iur-month period. This is reasonably high in view of the

fact that anxietr scores are expected to fluctuate according
°



to the nature of the task and the amount of anxiety-arousing
stimuli in the testing situation.

Various studies designed to determine the validity
(concurrent and pr2dictive) of this scale are reported in
the literature. In one of thé\lnltlal studies, the instru-
ment was compared with Teacher Ratings nn a sample of 2,211
pupils in Zonnecticut. The correlation coefficients ranged
from .09 to .3i. The low correlations were attributed to
discrepancies observed in the‘teachers' ratings. .(Sarason
et al, 1960)

The designers ~f the instrument later compar~d the.
TASC with intelligence and achievement, ind, as they had
hypothesized, fhe correlations with the intelligence scores
were all negative ranging between -.012 to -.284 while those
with the achievement séores rangéd between -.002 to -.294,

3ome investigatoré (Feld & Lewis, 1967, Dunn, 196;)
exnlor~d *the stability of the factor structure »f the scores
obtain-d on the TASC. The two studies oroduced strikingly
similar results,. Approximately 40 percent of the variance
was attributed to test anxiety, 16 percent to remoté sSchool
concerns, 2C vercent *o poor self-evaluiation, and 24 percent
to s"matic signs »f anxiety,

Althouéh it wasﬂspecifically »silgned for chiliren, the
instrument was correlated with a measure ~f trait-anxiety
{(Manifest Anxiety 3cale) using a sample consisting of

freshmen and sophomores at the University of washington.
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Coefficients of ,41 (males) and .49 (females) were obtained
(Sarason, 1959). These correlations appear to be consistent
with the theory underlying anxXiety, for though the two
instruments are presumably measuring different forms of
anxiety, there is naturally some overlap,
o Of particular importance to this study is the reseurch
undertaken by some investigators to determine the validity
of this instrument across cultures. Sarason and his
colleagues (1960) compared samples from Britain and the
United 3tates, while Kaneda (1971) investigated the suit-
ability of the scale for Japanese children. Both studies
found in the TASC 1 suitable instrument for use in cultures
other than the United Stq@fs.

There (s a deficiency inherent in self-report scales.
An individual may respond dishonestly or defensively for 4
variety of reas-ns and wheﬁ sdch roﬁprting occurs it
senerally goes undeter~ted. (Nighswander, 1969)

Three of‘the common reasons for inaccurate reportin.
e oclal desirability, acquiescence, and position set,
"Secial desiratrility" refers to the type of repérting which
cours o when the test. nswers the way he thinks the testor
exvects hinm Yo reg:er i, "Acquiescence”, on the other hand
13 the ceonlonty Lo oasres with whatever sStatement is present..d
even thougsh the stateomen*ts ~i.-ht hHe exXpressineg completely
ofrosite iieas, This 5 of particalar Significance to +nioe

study since the score on thne mxiety croale used is the sum
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of the "yes" recponses,
The third type of responding known as the "position
set” refers to the *tendency of teutecs to respond in a fixed
/

manner, Some testees mark n1l.answerc that appear '‘on the
right-hand side of the answer sheet, while others marx those
that appear én the left. 5till others alternate *their
responses between lef* and right, Like acquiecscence, the

A .
position set must be considered when the TASC is used as 1ll
"no" responses appear on the right-hand side of the answer
shee* and the "yes™ responses on the left.

The desisners of the TASC were aware of this problem
and ~nrnducted ctudies to ascertalin the effect of acquiescence
on ke TADC scores., Their findings revealed the presence of
these rospcrnse sets but they did not consider the effect to
be ¢ great sienificance (Sarason et a1, 1960). They did
obeerve a lesssr tendency among children to answer defen-
sively when the gcale war admfn&ster@% by *heir own teachers
orevided the undertaking was given that *he scores would not
e aeon by tgw teqrchers concerned,

While these doficiencies canrnot be ignored, the consis-
tir gy .f *heo findings of studies made «ith this scale
cer*ainly attests to its predictive validity, and 1t was this
ahility 15 a preiictor of achi-vement and also its practi-
~nt ity in the Juyiness situntion that were the primary

roga e feor T Leing ~hosen over the other inxietly measures,
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Procedure

*The experiment was supervised by anlofficial from the
Ministry of Education, Guyana. As indicafed earlier, the
sample was drawn from faqur schools, In three of these all
students in Grade Seven were allowed to participate in the
experimemt but in the fourth, boys and firls were gelected
separately and randomly in order to ensure equal representa-
tion for the two sgxes.

The boys selected then drew numbers. Those with odd
numbers were assicgned to the exrerimental group and tHe even
numbers to the control group. The same procedure was used
to assign the ¢irls.

The anxiety scale was then administered to the childrer
in their own classrocoms underjthe supervisisn of their
refular teachers. The questions were read following the
instructions outlin-d in irpendix B and the students re-
Srorided by puttings a circle around either "yes"™ or "no" on a
previously-prepared answer sheet, (See appendix C).

The Achievement Test was administered to the expert-
mertal grour on the followirn- Saturday. This group wrote

the test a™Ntwo centres under instructions designed to

Arouse anxiety, (See appendix =)
Cn the followings Yocnday, the control group wrate the
sare test Iin thelr own classrooms, surervised by their

resilar teacners and with instruictions d2signed to 1l lay

treir anxiety. (See appendix E).

41
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The answer d{eets’ for the Achievement Test and the ,

Anxiety Scale were then forwardegj to the author for

processing and analysia .

e



CHAPTER V

. !

2
Statistical Analysis

The design of this study was a 2 «x 3 x 2 factorial,
involving the two sexes, three anxiety levels (low, moderate

and high), and two anxiety conditions .(anxiety-allaying and
“.
anxiety-arousing). e

.

. . RS .
The three anxiety levels were determined on the basis

of the students® scores on the anxiety scale, The hi ;\;;
test-anxious group represented the top 20 percent of the
sample, the low-test-anxious level congsisted of the bottom

20 percent, and the moderate-test-anxious group contained

the middle 60 percemt.  This procedure was employed with

both the control and experimental groups, and it resulted

in unequal observations in the cells, (See Table 5)

Table 5§
/

Distribution of sample showing
observation in each cell.

Control Group! Experimental Group

Anxiety \

Level B G B G
Low 31 9 19 21
Moderate sk 60 66 57
High 11 29 18 22

L3
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In order to<::fimi:e the disparity among the

observations in ¢t tells andUthus-to improve ?he accuracy
.of the analysis of variance, a rahdom sample of 80 students
was chosen from the moderate-anxious groups, This resul ted
in the distribution shown in Table 6.

Table 6

Distribution of Reduced Sample
showing Cell-Prequencies

A

fexiety . trol Group Experimental Group
Level o B G
Low s 19 21
Moderate 19 21 20 ° . 20
High 11 29 18 .22
s

As can be seen from thg table, thege are 80 students in
each of the anxiety groupings. These data were then
analyzed using three computer programmes (ANOVA 35, SSé? and
DEST 02), '

The ANOVA 35. programme, constructed by Dr. K. Bay and
Dr. 5. Hunka of the Universjty 6f Alberta, is designed éo .
compute a three-way analysis of variance with equal or
unequal number of observations in .the c;lls. ' ‘:

The reduced sample (N = 2&0)"was-used for this analysis
which yielded the following statistics. The mean achieve-

ment scores for the twelvé cells are shown in Table 7.




Table 7

1]
¢ - A . ™

Cell Means for the Achlovemeqp Mensare

- \:'T, -
Anx et ontrol Sroup Experimental Group
Ievel B G B g
L w 17,21 1o, 20 17,37 Lr, o
Moderqte 13,07 e, 4R < 11.8¢ 10,8
Hgh . 11,82 13,28 9,0 11,64

ni e
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Trhe mean qchievement c-~ores Yor the two sex- g,
anxiety levels and *he "wh treatment conditionrs are
ot in Tabhlo = fhe 11frerer =5 between the sexos anud

Trotwerrs the two corditions sppsoar to be somewhat smnall,

The Ammafy I the three-way aralysis of valances 18

Srter in Tabhle 9.  The analysis reve.ls sionificant mair
Toote it anxety, but o snhowe o synificant inter-
M M . .

NI tIrle cemparis s Sone v Wi ma i nothe anglioty
et 1osammary s TIntlns presesce i oin Paple 10,
Ve : Lt f~‘37' LU Terer o PAwWe s tre Tow=test-anxious
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Treo 1At owere next AL yse oga iy e ST 2 computer
Sramme desisne D by Bay T196% 0 wn - cormrates the correla-

on

]

tendency

N

ye

teveme:r bt to

the 1o "o t-anxious Srour C sceore

Thaan e lther of the - or twa

the



—

~ -0/ o
X .
e L.
.
- ro
.m.vao)wl

[EN
o

sy

(APl

UOTA YR A

s e oA

2 Y4

RN RN e
-~

TL BTy

LaC

virn
LRV

I

ToeddC0 LUOLGAG T LY

-

4
AR



100 > d & )
- . v

S -

59 7€ 22 16054 muOMmmw
1SN 5L° Y EE g . g el ) L X ¥ XS
o Go* o 2T T A IMIP G
o 74" 90" L0°82 z 51°9% loX Y
o 22 SE'T TT ey Z Sy Al v XS
S e ¢ PRl T G046 » 1) ausuiEBeal

N3 ax 917Gt T 2 10 166 ‘) £reTxuy
S £z AR 69°9¢ T £9°9¢ ' rg) xeg
hd b
U0TSTo8” J oTLeV=-J o Jc S - 80an0g

9INSEa™ 1UdWAAITYOY 8uU} JOJ

-
aoueTIR;, T0 sTsATEUY 8t o Saeiung

6 aTGE]



o

48

\(,\J

[

Ui s

.
4
PP
-

<.
~ s
—
S
.
Lo
SR



)

tion coefficith by‘the Pearson product-moment method. It

also gives, the means. variance° and standard deviations of

the dlstrlbutlmnq of the two measures (Anx1ety and Achiev:-
ment) Thq;e are presented in Table 11,

™~ Corréaation chfficients were then computed for the

-

‘total gample, the control and the experimental groups as

well 1& for the boys nd pirls in the experimental group,
All coefficients were then subjected to the t test for .
significance that v Yuil* into the DEST 02 programme. tA
summary o5f the rouul;u 7 *hove tests is presente.d in

‘Table 12, It shows 1 uignifioan; nog;%ive céfrolation

‘between the scores or the inxiety ani the %chiovement\\
measures for all of»thé groups under review,

The third compu%e” progruﬁtf (SSPS) was used to obtaln
1 Srattergram showlne the rvla*lonshlp between the perfwr—
narces of the entire sample on'ﬂn‘tW6 measures, Thii
sceattereram 1s shown in Figure 7 and depicts graphiéaily the

reative trend indicated by the correlation coefficients.

Findings
-

The results obtained wero fFererally In congruence with
the theore*ical formulaticns tha- were uinpted. The
hypotheses, restated here for conventence, are dealt with
separately.

Hypothesis 1, There iz 4 Significant negative correla-
tlon between test- anxicty and test-per formance.

Lo
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The results confirmed this hypothesis, As predicted
by the theory, the students who scored high on the anxiet:y
scale showed a tendency.toc score low on the achievement
measure, Coﬁversely. those who obtained low scores on the

anxiety scale tended to gain high scores on the achievement

test, (r = -,27, t = -4,39, df =%38, p ¢ .01)
Hypothesis 2. 1In anxiety- allaylng conditions there are
no significant differences in pgrformance between the
low-, moderate- and high-test-anxious students.

This was not confirmed. While the difference between
the moderate- and high-test-anxious groups did not reach
statistical signific.ince (p > .05) the differences observed
between the low-test-anxious group and the othgr two groups

rroved to be significant. (p < .01)

Hypothesis 3. In anxiety-arousing conditions there is
a sifFnificant difference in performance between the low-
and moderate- test-anxious students.

This was confirmed. The performance of the low-test-
arxious group was of a significantly better quality than
that of the moderate-test-anxious grour. (FP = 7.07, df =

2,228, p ¢ .01)

Hypothe81s L, In anxiety-arcusing conditions there is
a significant differerce in performance between the low-
and the high-test-anxiocus students,

This was confirmed. A significant difference in favour
of the low-test-anxious grour was fo.nd. (F = 14,63,
4

df = 2,228, p ¢ .01)

Hypothesis &, 1In anxietyQarousing conditions there is

S

v



A significant difference in performance be tween
moderate- and high-test-anxious students.

This was not confirmed. (F = 1,69, df = 2,228, p > .05).

Hypothesis 6. There is a significant negative correla-
tion betwe~on test-anxiety and tect-performance among
seventh-grade boys, :

This was confirmed. The boys who performed well on the
achievetment test tended to have low Sscores on the anxiety

scale., (t = -3,03, df = 55, p < .01)

Hypothesis 7. There is a significant negative correla-
tion between test-anxiety and test-performance among
seventh-grade girls.

This was confirmed. Like the boys, girls who scored

high on one instrument showed a tendency to score low on

the other. (t = -2.38, df = 61, p <€ .05)
Hypotheses 8, 9, and 10, 1In anxiety-arousing conditions
there is a significant difference in performance
between

(a) low-test-anxious boys and low-test-anxious girles

(b) moderate-test-anxious boys and moderate-test-
anxious girls

(c) high-test-anxious boys and high-test-anxious girls.

These hypotheses weré not confirmed. The results of
the analysis o€ variance revealed no sig‘hfdcant effects
that could te attributed to sex. Thus no further tests
rOiatinp to these hyvrotheses were performed.

Another finding that would perhaps be of interest to
researchers is the difference found between the mean scores

of the boys and the girls on the anxiety measure. (see

Table 13)

54
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Table 13

Means and Standard Deviations on the:
Anxiety Measure

Group X S.D
- Boys 16,28 5.17
Girls 18,5 5.15
Total 17,44 5.19

’

This difference was tested using the t-test for
independent means (Ferguson 1971). The results showed the .
difference to be statistically significant. (t = 3.31,

df = 238, pe .05)

Conzlusions

0n the basis af these findiines the following conclusions
. < .

can be 1rawns

Anxiety, 1s measured by “he TASC is inversely related
to porformanc? on A mathematics test. Contrary to the find-
ings obtained in similar stuliies in North America and
Zurope, it does not aprear as 1f this relationship is signi-
ficantly affected b, sex ir?the Juyinese society,

When students perform complex tasks under conditions of
stress the ones who are low in test-anxiety tend to perform
Jienifizantly better than their moderate- and hich-test-

PSS

1nXio4s peergs,



'I‘h! findings support the observation made by other

researchers that on self-report scales measuring 'lnxie-ty. ."'

_ .
g£irls tend to obtain significantly higher scores than boys,

Dy A
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CHAPTER Y1
- ¥
Discgussion and Implications

A Y ' 9,

-

Pearson Correlations

. The results of this inVeg%igation confirm the hypothesis .
that predicts an inverse relationghip betﬁeen test-anxlety
as defined by the TASC and test-performance. They arq also
consistent with the findinhgs reported by several other re-
searchers (Osterhouse, 1975, Bauer, 1975) who have examined"
the educational correlates of these self-report measures of
anxiety.

| The correlation coefficient obtained (-.27), though

significant, is somewhat modest and suggests a low deégree of

association between the two variables, However, 1t cqmpares

Ve

favouratly with those reported in simllar studies, (gﬁg

‘.

Cowen et al, 1971)., The coefficients obtain¢d ;nwthh 1ﬂ1§ﬁ£¥ ‘x

- -

s
validation studies ranged between - .002 and .29“ lSa{%son q N 4

2

et al, 1960). 1In fact, under the- theort&l@gl positﬁen ﬂ. ;;é_s <4
adopted in this study (i.e. the curvilinea¥ ‘blatiqpshlp 'F:if -
be twesn anxiety and test-performance), it isfex ected thﬁt T
the COrrelatlon coefficient obtained by the .e on;gn '"3, ;
method will be low. (Minium, 1970) 3_*' '; ¢

A graphic representation of the reiatl&ngaip 1s shown

in Pigure 7. No curvilinear characterlstlc-:arEQeV1dent

57
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be consistent with the theory underlfinﬁ the relationship °
between the two vuriable”s.. \

According t; the Yerkes-Dodson law discussed earlier,
there is an inverse relationlhip between the complexity of
the taak and the’ optimum level of anxiety. It follows
thereroro that a really complex task performetl in, anxiety-
arousing conditions could proébce results that .are linear.
There could be a litq.tion like perhaps the one in the pre-
Sent study where the, optimum level of anxkety was most
closely attained by the low-test-anxious group. *In such
circumstancdy the anxlety level of the other groupe would
tend to be too high and would thus interfere with perfor-
mance. In this sthdy there was no significant difference
‘between the performances of the moderate- and the high-test-
inxious groups and they both did s1gn1flcant1y more poorly
than the low-test- anx1ou§~ Igfis possible that in such

-~

circumstahces the relationship could approach linearity,-

2

Correlation and Causation

It is clear that test-anxiety and test-perfbrmance are
related, What is equally clear is the fact that mere
asscciation, tﬁdqgh necessary, is not sufficient evidence to
infer causality (Minium, 19}0). There are, according to

Minium, four possibilities.

a) It may be that performance is determined (in part at

least! by anxiety or
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b) anxiety could be the result of poor performance or

c) both could be causeﬁ by a third single fagtor or

d) - both anx1etv and péﬁ?brmance cculd be caused by a
third factor whlch is itself a COmplex set of Interretated —
factors,

According to 3arasocn 8nd/ﬁfé~'ollquues (196Q) the
crucial questjons in the relationship between test;anxiety
and:teét-performance are: Does lack of ability cause test-
anxiety or does test-anxiety interfere with intellectual
reflormance It seems quite plausible that both cculd be
.corroct. In fact Sarason and his collragues, who invegti-
fated this problem, admit that in any sizeable group of
children *here should be instances of bith tyres of effect,
They puzt forwafd however fairly convincing arguments to show
why inck of abili;y s not the dominant factor in the
relationshir,

I[f abilidy (or lack of it) is the cause and anxiety the
effect, they argue, then students matched on ability should
oY ovary in performance Jin any way other than randomly, and
wetinitely sheould not.vary according t. their level of

woxietyyp but results of studies done *c text this argument

fovs not suvrort it, In fi~t “re gionificant differences
)
fe iri coincided with t .. L ety levels of the fFroups in the
S (Waite et ai, 1358, Youny & Brown, 13773),

Arother argiament that ico ejually coenvinceing is tha+ if

fncx ~f oarilicy i3 the dominant fa~'or then one would exrect



that in a group of intellectually-superior students the
correlation between anxiety and nce would be
negligible. This was disproved ‘ dier and Sarason (1952)
who worked with a seleéfygroup of undergraduates_at Yale
College. Despite the Selectivity and homogeneity‘of the
group, the correlation obtained was negative and significant
(r = -,21), |

The evidence cited cannot be considered conclusive but
it does suggest thab\g}though there are instancgs when lack
cf ability causes test-anxiety, it is test anxiety that is
the dominant causal factor in the relationship.

If this is *rue then it should have serious implications
for Guyana, for in the Guyanese sample the anxiety lével as
determined from this study appears to be significintly
higher than that for North American and English samples,

/(Sarﬁson et al, 1960).

Analysis of Vardance

The results of the analysis of wvariance surported .those
obtained on the Fearson Correlation equation in that it
revealed significant differences among the anxlety groups.
However, they failed teo show any'sianifﬁéant main effects

due to gsex or treatment, nor did they reveal any effects of

significarnce diue to the 1nteractlon of the matn variables,

The failure Of the prresent invq$tigation to find a
o :
sirnificant difference in performange due to treatdent 4s

» -
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not altogether surprising. 1In ordO?.to avold the
administrative problems that would Have resulted from the
insertion of answers in the test booklets, the students were
obliged to record their answeis on specially-prepared IBM
answer sheets, something to which they were unaccus tomed. )
It is quite possible therefore that the introduction of this
unfamiliar mode of recordlnp their answers served to increase
the test-like appearance and the complexity of the task, and
consequently, 1ncreased the anxiety- -arousing stimuli rresent
even in the control condition. N

Another factor which might explain the failure to obtain
a significant difference is the retention'of the word TEST
on the booklets used by tQQ Control Group,  for as Sarason
et al (1960) contend the word "test" ig a fairly powerful
anxiety—arousiﬁg stimulus,

( Nevertheless, the Qnaly%es did reveal that the differ-

ence due to treatment could have occured by chance only
about elght times in a hundred andé?’is certainly comes
close to the,ievel nf significance required in this study.

Another finding of intérest to investigatgrs in this
field, is the paftern of response by the sampie 6n the
anxiety écale. The significant difference in the mean scores
between the sexes is consistent with findings reported in
similar studies (e.g. GJesme 1972) and has already been
discussed in a preceding chapter.

The other equally Interesting point is the pé?formance

- -
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of the sample on the anxiety scale as compared to that of

American and English samples repbrted in other studies.

-

(Ssarason et al, 1960) The mean anxiety scores obtained on

the TASC by samples from the three countries are shown in

"Table 14,
Table 14
' Mean Anxiety Scores by Samples
in Three. Countrles

.Country Boys Girls Total
Guyar"la 1603 1805 . » 17-“’
U.S. A, 6.5 7.5 . %
Britain . e 11 10

The figures certainly chnvey the impression that
Guytnese children are much more test-anxious than their
British and American counferparts. However, the differences
might not be as substantial as they appear, for the British
and American samnples were drawn from Grades one to four
while the Guyanese sample consisted of Seventh-grade pupils
This is significant since there are indications that test-
anxiety in children increaqes“as phey progress through the
elementary school (Sarason et al 1960). .
The relatively high scores obtained by the iuyanese

sample is no* altogether inexplicablev Guyana has in common

with China the strict child- rearinp practices reported by ‘
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Lian-Hwang-Chiu (197;) and Paschal and Kuo (1973). She
also shares with Britain a test-orientedh,highly selective

educétional system, and as has been alluded to earlier,

restrictive child-rearing practices tend to have an adverse

effect on children's attitude towards evaluation,

Limgxations,of the Study

It is recognized that in studies of this natyre, the
characteristics of the population from which the sample is
drawn ap&;the quallty of the testlng instruments place
certain llmitatlons on the assumptions and generalizations
which can be made, ‘

The sample in this study was ‘drawn from the seventh-

grade in four urban and rural- elementary schools and

. therefore caution should be exercised if the ‘findings were

'
-
5"

to be generalized to other sections of the population, .

There jis algo a problem inherent in anxiety scales.'
Thelr susceptibillty to distortlons is generally recognized

by ro“earchers in this area (Cronbach, 1970, nghswander

et al, 1970), and has already been discussed in great detail.

Awareness of this deficiency in the testing instrument
shdbld. however, serve as a reminder to readers of the
fallibility of scores obtained on such instruments and of
the 1imits which ought to be placea upon their interpreta-

tions. =
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Implications for Educational Administrators

The most significant finding of this study is the
conclusion that there are present In the testing situation
cerfain'cues which precipitate anxiety and adversely affect
performance especlally among high-test-anxious students.

It seems that test-oriented educational systems 1ike
that found in Guyana tend to discriminate against the high-
test-anxious students, In the author's opinion, it is even
possible that there are among these high-test-anxiou3~"fail—
ures”, some able students whose only weagness is thelir
inability to control their anxietiés; Fortunately, the
literature sugfests a number of strategies which could
minimice the test-like éharacteristids of the examination
situation ant thus help these high-test-anxious students,

The use of humour has been-investigatod by various
researchers,  Illustrative of these studies is the one done
by Smith and his associates (1971). They administered ‘two
forms of a test‘(humorous and non-humorou3) ‘to a samplée
divided in*~ low-, moderate- and high-test-anxious. They
f5unl thiat the high-test-anxious students receiving the non-
humoroue form perfermed.sicnificantly more\poorly than did
the low- cr moderate-test-anxious, and at a significantly
lower level than did the high-anxiety group that r‘ecem
the humorous €orm, .This sufests that humour may reduce
anxie*y and therebty improve performance in high-test-anxious

a

those obtained

students, This finding i%sfonsisfeqt
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by Dworkin and Efran (1967) and Singer (1968), and supports
earlier obaervations made by Preud (1928) and Bygne (1956)

as already been suggested that the order of the
items might have an effect on the amount of anxiety generated
by the test (Towle & Merrill, 1972)., It might help if the
the items are arranged in ascending order of difficulty.
With this arrangement fhe early successes on the relatively
easy items could bolster the testees' self-confidence and
thus lessen their anxieties.

Another factor which is reported to have an influénce
on the anxiety-level of testees is the personality of Fhe
invigilatqrs. Sarason (1973) and Doyal and Forsyth (1973)
investigated this aspect of the evaluative process and
concludeé that fhe anxious as well as the cool and aloof
typres of examiner tend to have an adverse effect on the
students' performance. This suggests that invigilétors be
subjected to some form of screening brocedure in order that
those with pleasant friendly persona}itles could be
.1d9nt1f1ed . )

There are those who will argue, and with pgrhaps some .
degree of justification, that in the harsh reaiity of life,
the anxiety-prone individual might prove to ‘be more a
llablll%y yhan an asset if put in positions of respon51b111ty,

-

but in 2 young natloﬁ‘&lke Guyana,. the risk of hav1ng an able '

byt 1nxloue person in_a posl*Lon of responsibility must bal

carefully weighed aga?hst the loss of brain power that;C{?
“w . !
»
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result from the elimination of the high-test-anxious at the
examination centres, However, in the final analysis, the
long-term aims of the agsessment procedures 3hould determine
the conditions under which the examinations are administered:

Perhaps the early identification and treatment of the
anxiouo students will be most advantageous not only to the
Students themselveaigut to the nation as a whole, Achieve-
ment of this will however depend on the quality of the
‘teachers and of the teacher-training programmes to which .
they are eprsed.

Sarason et.al (196Q) assert that teachers wittingly or
unwittingly engender in their classrooms attitudes towards
learning, tests, failure and success; In some classrooms
failure or slow progress is treated with such harsh methods
that the children's feelings of inadequacy and consequently
their anxiety leyels are increased. In others these same
failures are treated with sSuch patlence and tact that little
or no damage is done to the child's self-esteem,

’ Responsibility for the training of the tvpe of teacher
who 1s able to recognize this psychological problem and who

is then able to adapt her techniques accordingly, must be

assumed by the nation's teacher-training institutions,

Implications for Future Research
A number of directions for future research are suggested

by the findings of the present study. The present sample
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was drawn from the seventh-grade. There is need then for
research to be carried out to determine if the conclusions
reached in this study are valid for the other grades in the
All-age school and for the secondary and post-secondary
educational institutions. .

In this study, as in most of the reported studies on
this topic, the low-test-anxious Subjects performed better
than their moderate- and high-test-anxious peers, Perhaps
some of these studies shoulq be replicated with an achieve-
ment gnstrument of medium difficulty in _order to verify the
prediction of the theory that the moderate-test-anxious
would? on such an instrument, probably produce better
performance than either of the other two groups.

Perhapé most importantly, research is needed to explore
ways in which the high-test-ax&ious could‘be'challenged
without their anxiety levels exceeding the non-debilitating
limitg. Sieber (1969) investigated this problem and
suvrested that the provision of memory support might aid the
high—tést-anxious 0 counteract the interfering effects ofi”& ;
anxiety. Some of the strategies she recommends are mnemonic
devices, diagraﬁs. and notational systems but there is need

for these suggestions to be validated by classroon-oriented
. - )

research, @?”
ol

5o

o
v

a
Summary
The present study explored the relationship between



test-anxiety and test-performance with specific reférence to
the seventh-grade population in the Guyanese All-age schools,

Thg findings éupport the hypothesis that predicts an
inverse relationship between the two factors. The signifi-
cant negative correlation coefficient obtained, was con-
sistent with the theoretical position adopted in the study,
In general, the performance of individuals classified as
low-test-anxious was significantly superior to those
classified 2s moderate- and high-test-anxious. )

The predicted effect of sex and of treatment conditions
was not f‘ound.s hence further research to ascertain the
effects of these two variables is recomﬁended.

Perhaps the mast serious implication arising out of
this study is the realization that in a society like Guyana
where examinations occupy a focal position, the deleterious

effects of anxiety place at a distinct disaavantage. a

significant sectinn o0f the population.
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mich you have 1o 84, It could be by your writing on
parer, or by your sieaking 1loud, or by your writing on
Phe BT s kbhoardyse Do you nnderstind what T mean by "test”
T R 1y tlme the teqcher ao%sg You te do ronething
PR S PR T ~i1~h you Ynow, *
R R T i Voot
JO7ou worty 1o lot bt You Ll g oy
Jo you worry a lot whi e you are taking a tegt?
After you have taken a test do You worry about how wel]
You did on o the tost? - ~
D0 you sometimes dream at nivht that you .did poorly on
1 test you had in school ‘hat day? .
Y¥hoen you are takine a test, doos hve hnd Yo write
with hake a 1ittle?
#hen the teacher says that she s 7o0ing to sive the
class a test, do you bLocome Afraid.that you will do
oorly?

-
when you are taking 1 hard tecst, do you forget some
things you knew very well before you started taking the

test?
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Do you wish a1 lot of times that You-didngt worry o
much about testss

When the teacher says that he is vwolne to give the
class a test, do you et 1 nervous or funny feeline?
d

#hile you are tikin. a test o Yo asually think you
ire doing poorly?

while you are JOUr way to achool, e yYou sometimoes

werry that the t.o.g her 1Y Rive the class a test?

¢ .

v a ‘ W

31
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Ingtructions for the
Admjnistratlorl()[¢$n§~TASC

SJond mornine everyen.o, I'm coing to be asking: you .ome

Juestiong--questions ditftrerert from the usual school nuestions
A}
“ .

for the;:e are about how Joo teel oan o have no right or
WI'nngy answers, Fire* I'17 hand ocut the answer cheets and
then I'11 tell you more qboe it the wuestiono, ...

Arite y ur name ' ‘he top of the girst page, both ynur
Ligst ant your L@ rames. .. Also write a B if you're a boy
N .

O UG L yentre womici, (For ths fourth, fifth, and sixth

Srocles, "Write the nare of the s hool you attended last

y2ar ol oyear before i1ast.™)

.

e Ac 1 sald befere, I am —oing ty ask Some queston,
% . . ) /’/
Neoore rere will oo yooue vdwers ¢ tre e qarstinane, not * ¢
JoAr o tencther oo yor princivel ooroyoar varents., Thooe «ques-
tione ave different from other Jjuestions tha't y u are a.crved

v

in scheol. These questions are different because there are
re rifFht or wrong answers, You are to listen toc each
question and then jut a circle around e ther "yes" or "no",
Thesae quostians~a{8 abtout how you think and feel and, the¢re-

fore, they have no risht or wrong answers., People think and

ferl 1ifferently, The person sitting next to you might put

" 1}

2 ~ircle around "yes®™ and yu may pit a circle around "no",

For examrle, . I 1 -1 y~u this que-stions "Do you 1lik¢ *o
: 1

»”

rlay ballt® ¢ .~e ¢ you woild put a circle arounl yes" and



RIS

some of you would put 8 nround "no". Your answer depends .
o how you think and feel, ‘Thege Questlions are about how
Yyori think and feel about school, and nbdut aolot of ather
orp o, JRemember, listen carefully to each question and B
inewe Dt "yes® or "no" by deciding how You think and feel,
I v v dor't understand a question, sk me about it,
Now 1. t'u start everybody rutting their finger or
. . Ay
Namber 1. Here is th flrst question, Namber 1, "Do you.
woerry wreet, -----% (Repeatl this procedur. of introdacins the

piestlore for ceveral of them and Sontinue Corocdhout to

39y “he number o7 tre question be for, readine o0, )
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Name ceen

School

*

» Specimen Ahsweg Sheet (Anxiety Sggid}

» oo

'..l.'..Olll...’..‘..l.l..‘.“.0.

P

R N R RIS DX

Date

-

»

1, iES - NO
22 YES NO

YES

i, YES NO ®_
S, YBS ~No '

6, YES NO

T v YES NQ

2, YEs ] NO .
2. YES . NO

10, YES NO .

1i, YES ' NO

12, ‘ YES NO /

13, YES . No -

.

. 860



v

21, A girl spent % of hor monay for car-
fare, and threné times as much for,
clothes., Half of what ahe had Mft was
BO cents. How much money did (2: have
at first?

(A) $1.60
) (B) 32.40 . \
(c) #3.20 ‘
(D) .36.14‘0 .

22. Joan had to wait 45 minutes for -the
12410 bus. At what time did she arrive
at the terminus? '

(A) 11:05 a.m.
(B) 11,25 a.m.
(c) 11.’30'ﬁ.m.
(D) 11‘50\a'm-..
23. Which of these signs indicates the

shertest distance?

(A)

- (B)

(c)
(D)

"Toil Station - 100 yards"

"Picnic Area - 400 feet"

""Half-way Inn - 0.3 mile"

"Dangerous Turn - % mile”

9?



1Y)

sty

0

NO
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. , )
MATHEMATTICS TEST., .

Time;, 50 ming

LHSTHUC™ ONS
1. This test et ing 50 questions,

.
. Show the correct Aanswoer by plicing a3 mark betwe:en the
mitde=-1ines on the arnswer sheet that have th~2 ame number
AS the question in the tost booklet. :

oo _pencils only. - ‘
T T
Here 13 an example 4-We for you,

‘Yhat i3 the sum of 3, 4, and s°?

2 -
(A) 9
(B) 10
(c) 1 :
(D) 12
Answer Sheet A 1 B 2 c 3 D 4 E_j5
—_——— e = , = = -4 s ==
Notice that the srace under D is shaded "because 12 the
correct answer is near to (D).
REME

MEMBERs Mark only owg,answer to eaclmuestion.

3. If you want to”change_your answer make sure that the
first mark you made for_ that question 'is COMPLETELY
erased,

4. You may work mentally but if you nesed to do rough-work,
use the blank sheet provided.

D0 'NOT WRITE IN THE TEST BOOKLETS.



1. How would gou‘writc the numeral one million
one hundred anf ten? ’

| | 4
(A) 1,110 ‘
, e
. (B) 1,100,010
‘fce 1,100,100 '
Y
(D) 1,110,000
/’ 4
- _ .\,ﬁ-\’ )
2. Which isa.another name for 5 hundreds p%ps
9 tens plus 13 singles? . D
(A) 5913
(B) 5103
(c) 603 ’
. (D) 593 .

¥

j. How would you write .9 hundredths as a decimal? .

(A) 900

(B) 0.9

(c) ~ 0.09 ;
(D) 0.009



-

B, What number is 102 times 23 'big ns *3157°,

Y (A)
Q

945

(c)

(D)

94 50
32130

. ) VoL
5. In which of trhese numbers does the numeral

3 reprﬁnent 3 hundred thousand?

4

v ‘ 4 (A)

¢ , (B)-

<'c')

(D)

3192684
1368572
9&3027‘
537105

6. Eric's answer to an addition example was
4937. The 9 should have been 8, -. How
much too large was his answer? . -

(A)
(B)
(C)
(D)

%
1000

100

10

1

‘91



-

'y

-

7. What:ig the total number of 11-man to:mg
Lb:{t‘ cn hf; put together from els ven

O=man teams?
(A)
v (B)
(c)

(D)

11
12
16

——

B . - ' A e
8. When 196:is subtracted from a certain

numnber the ~nswer is s, What

number?

(A)
(B)
(c)
(D)

250

© 240

142

132

L.

is the

v

9. With which of these divisors could you

have a remainder of 5%

(A)
(B)
(c).
‘ (D)

¥
i -
5
6

’



10, How many time:s can 0,15 be taken

" from 607

1. In“the exercise below why is tie

in the number 1284 placed under the figur.:

73

ANGY

» \
(A) &
(B) - o ' ~
(C) 59.8s5-
(DY hoo
e e el

fipure 8

2 in the numter 64209

(B)
(c)
(D)

321, .
_x2h
6420
1284

:

Because
®
30" that
Because

Becruse

‘7
Mathematics books do it that w4y,

the 1 will be under the 6,
2 and 8 both mean ten.

it looks neater that way.



1

14

i8]
‘e

The ronetar 79 55 il
{K) 7 x 10 + 9 x 10
(B) 7 x1 + 9 x 10
(C) 7 ox 10 4+ 9 x 1
(D) P=x 1 + 9 x 1
NETeh expresiion Yo

(B) 16 - =~
(C) 340
5 4+ O
(D) 7 -2
5 5

t.o

oY

*hat must be mnltiplied by 7 to give

3 as the arswer?

(A) 21
(B) &4

Z
(c) 5
(D) %

()}‘



/

15. TIn which of these scts of frictions is

% the larpgegst?

Y
(B)
(C)
(D)

Nl &= p— o
Wi Al O‘L Wi

We ON= e e

16, Note books are sold at 2 for 25¢. Colin

bought 10 of them and paid with a five!

dollar note. Which of these represents
his change? N

(A) $1.00 + $1.00 + 50¢

(B) ‘$1.oo + 31,00 + 25¢ + 10¢ + S5¢

(C) $1.00 + $1,00 + $1.00 + 50¢

(D) $1.00 + $1.00 + $1.00 & 50¢ + 25¢

2

T

17. How many one-inch cubes can a tray 3
inches wide, 2 inch‘p deep and 12 inches
long hold?

-

(A) 72

-~ P )
(B) 36
(C) 24

(D) 17



1R,

20

]
What cother o way of weitingr 19 minntess
v fores T daer o0 tL?
(A) 12415 su.m,
fBY 1241y p.m,
(7) Mlels aum, .
(oY Ay hn e '
_ . . e s
HRT VR SUNNELS ey Lot oty rint of
N oy (O 1y vy
|9
‘\r“.) 6
Byl
; 'l
° YF, -
A ran syent -;— of his rmoney and had $18,00
1 ft., How mach had he at firot?
. (A) 312.00
. (B) $27.00

(c)
b €5}

$36.00
$s54.00



L

/l

24, When éam has gtown anether S} inches, @
he will be 5 ft 2 in. How tall {a he now? '
. -(A‘) [ It B4 1in
(B) 4 ft 93 in
€C) 51t 7} in’
(D) $ ft 8} in

25. How mqéy certtimetres are there in 1 metre
Plus 2 decimetres?

(A) 1200
(B). 120
(¢) 102’
(D) 12

-

\
26, Which one of these examples wil£ give ° @
the greatest answer? > '
() b
(B) §:3
() g+3 ’
(D) % _ %



]
L}

’ Sharon‘estimated the answer for each of
these examples by first rounding the ;

numdbers to the nearest ten and then

multiplying. Por which example did she

. .multiply-30 x 50 7

) (A) 28 x 51
(3} 27 x b4
“(c) amxs3 T
(D) 32 x s6 -

' 28. The boys ate 4 mangoés each. To find how
" mamy mangoes they ate altogether, you need
to know how ----- .

(A) 1large the mangoes were
(B) many boys ate more than 4 mangoes

(C) many mangoes were left

(D) many boys were there

»d
1

29. 1In a\Eficket series Rowe scored 100, 66,
0 and 74, What was his average score?

(A) 240
Ve
(B) 80 -
) (c) 66

(D) 60



100
. ] A
30. Which of these is the best catitate of
the averace for the numbers 3, 5, ard 97 . .
(A) A number smaller than 3
(B) A number lar-er than 9
(C) A number betw:en 3 and 9

(D) The sum of the numbers ¢

31. A boy had twice as nany problems right as
wrong. If he.had done 36 problems, how
many were right?

(A) 12
(B) 18
(C) 24
» ‘ .
' (D) 72 o e e

(o
4

.. If 8 rurils repreovent 32% of a class,

what is thre total number of pupils in the

class?
(A) 16 .
(B) 20 )
/ (c) . 25
(D) 64



33. Twelve of the 36 pTupils in a class are

8-yrar-nld ¢irls; all other pupils are

10-year-olds,

If there are 17 boys,

how many 10-ycar-old girls are there?

[
L (e
(c)
(D)

7
12

19

7 3, square field will contain 81 sq yd if

each side is/}3 yd longer. How long is a
side of the'field now? )

(A)

- T (B)

, (c)
(D)

3. yd
6 yd
9 yd

27 yd

~

35. The area of a 20 yard-long retangular plot

is 180 sq yd.

the chorter sides,

(A)
(B)
(C)
(D)

% yd
70 yd
830 yd

It is

What is the length of one of

impossible to tell.

101
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36. An empty truck weighs 23 tons. How many
56-1b bags can it safely CArry across a
bridge that was built to take a weight
of 5 tons?

(A) 50 §
(B) 100 ;
(C) 140
4(9) 200
37. A vendor lost 35 cents w he so0ld a .

quantity of milk for $4.2Y%. What did .

it cost him?
(A) 3$4.60
(B) 34.50
(C) $3.90

- (D) 33.80

(4

38. A school of 250 students has 24 more
girls than boys. How many pupils were boys?

(A) 113
(B) 118
(C) 137

N (D) 226



Ay
~

Ann has 50 cents. No one else in hep*

39,
class has 50 cents. Thisg means that ----- .
(A) no other child in the class has money
*(B) 'the othertchildren have more than 50 cents
(C) the other children have spent their money
(D) only 6né child in the class has ¥xact1y
50 cents .
4o, Evenyhé inch on a certain map represents
40 milles. A road is shown by a line 3%
inqhes long. What is the actual length
of the road.
(A) 1& miles
(B) 33 miles
(C) 140 miles
(D) 280 miles
4. A jug when full of water weighed 24 pounds

and when half-full weighed 14 pounds. What
was the weight of the jug?

(A) 4
(B) 5
(Cc) 10

(D) It is impossible to tell, .

e

103
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b2, Jim and Denis started slaying with 50
buttons each., Jim lost 12 to Denis., ’}{ow

many more buttons has Denis than Jim? /
(A) 12
'\
(B) 24 .
(C) 38 "
(D) 62

43. The average weight of Elton and Kevin is
76 pounds. If Kevin were 10 jounds lighter
what would have been their average weight?

(A) . 33
(B) 66
(c) 71 ‘ N
(D) 81

by, In a factory 2 machines and 5 men can wopnk
as quickly as 18 men with no machines. ow
many men can 10 of these machines replace?

(A) 180
(B) 9Q ~
o on _A

(D) 25



kS. A plot is 120 yards long aﬁa\B#\yarda wide. -
How many men will be ,needed to weed it in
2 days if each man ‘ies 210 s8q 'yd ber.dhy?

.. (o) 24 .
) (B) 48.: g - L ]
©) 967\,
" (D) 105 .

& ®

1

46. Mark is 2 years Younger than Janet but is
twice as old as June. If Janet is 16 years
old, what is June's age?

(a) 14
L4 - (B) 9 : .
" (c) 8 .
(D) 7

47, Emil and Frank'together weigh 159 pounds.
Harry and Emil together weigh 163 pounds.
If the total weight of the three of them is
238 pounds, what is Emil's weight?

(A) 75 pounds
(B) 79 pounds
(C) 84 pounds

(D) none of these



' How wide is the stream in yards?

106

agross a’ stream so that 6 feet of it will
rest on one bank and 9 feét on' the other.

-

(A) 35 '
(B) 33 N

J (c) 30
(D) 20

®
One-fourth of John's money is equal to
onethalf of Harry's. If Harry has . -
24k. cents, how much has John?
N o

(A) 96¢ ‘
®

(B) Uu8¢

(C) 12¢ .

(D)  6¢ St

After selling his coconuts at 11¢ each
a wendor remarked, "If I sold them at 2
for 25¢ I would have made $1.50 more."
How many coconuts did he sell?

. (A) 100
(B) 150 .
(C) 300

(D) 1875 v
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Instructions for the Administration ¢
of the Achievement Test

Anxiety-A ousing Instructions

1.7§i;ay you are goiﬂg to do a test in Mathematies.
A?'you see~ there are children from another school 3o it is
important that you Jdo your best for your schnol. The test
is very difficult so some of you will not get many right.
Now be sure to listen carefully to the directions so you
won't get mixgd up. I will put the booklets on your desks,
Do not turn them over until you are told to !o so. Check
your bonoklet to see if it contains 50 quegtions. Let us
read the instructions on the front cover. You read'éilently
#hile I read aloud. (See appendix D for instructions)

2. There aro four important things to remember,

i) Make a heavy mark. Do not spend too much
time trying to be very neat; but make sure
that the mark is very black.

ii) Make certain that you place your mark in
the row numbered the same as the item in
the booklet. ‘ .

iii) Make only one mark in a réw.‘

iv) " Do notlfold or bend your answer sheets,
Tou have 50 minutes to do this test. The time 1is now ----,
I shall write on the blackboar i when half of the time is

finished and when there are tef minutes left. You may

begin,

>

108
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iety-Al n structions \\~: .

Today we are going to do some work similar o the type
we ﬁave been doing in class. The results will be used by a
Guyanese student in 2 University in Canada, .He is investi-
fgating the problems faced by children during examinayions.

There is nothing to be worried about, just try to do
the best you can. I will put thé booklets on the desk and

as soon as everyone has a booklet I will go over 'tr;e %

instructions with you.

Let us read the instructions on the front cover. You

read silently while I read 7}oud. (See appendid D for

instructions) i

The remaining 1nstruct¥ons were the same as those under

W

2 for the Experimental group. ‘
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