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Abstract
The inverse relationship between test anxiety and test performance is commonly
explained by test-anxious students’ tendency to worry about a test and the conse-
quences of failing. However, other cognitive facets of test anxiety have been
identified that could account for this link, including interference by test-irrelevant
thoughts and lack of confidence. In this study, we compare different facets of test
anxiety in predicting test performance. Seven hundred thirty university students
filled out the German Test Anxiety Inventory after completing a battery of stan-
dardized tests assessing general intelligence and mathematical competencies. Multi-
ple regressions revealed that interference and lack of confidence but not worry or
arousal explained unique variance in students’ test performance. No evidence was
found for a curvilinear relationship between arousal and performance. The present
results call for revisiting the role of worries in explaining the test anxiety-
performance link and can help educators to identify students who are especially at
risk of underperforming on tests.
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Introduction

We live in a test-conscious, test-giving culture in which the lives of people are in part
determined by their test performance.
S. B. Sarason (1959)

Tests and examinations play an important role in shaping the career of individuals, and it is
therefore not surprising that students report feelings of anxiety towards tests. Numerous studies
have demonstrated that test anxiety affects students in various countries and across educational
levels (for reviews, see Hembree 1988; Zeidner 1998, 2007). For instance, Hill and Wigfield
(1984) have estimated that about 20% of school-aged children in the USA exhibit heightened
levels of test anxiety. Similar numbers have been reported for the UK (Putwain and Daly 2014)
and Germany (Pixner and Kaufmann 2013). Test anxiety also remains pervasive in higher
education. Work by Thomas et al. (2018) indicates that up to 25% of university students can be
classified as having high levels of test anxiety, and a national survey in Germany revealed that
about 13% seek counseling for test anxiety (Middendorf et al. 2016). These numbers under-
score the importance of understanding the nature of test anxiety and its relationship to test
performance.

Test Anxiety and Test Performance

Since the beginning of systematic research on test anxiety in the 1950s, researchers have been
interested in the question of how test anxiety affects test performance (Mandler and Sarason
1952). Cumulative evidence suggests that test anxiety is significantly and negatively related to
performance in standardized tests, such as intelligence tests and aptitude/achievement tests,
with small-to-medium effect sizes (for meta-analyses, see Hembree 1988; Seipp 1991; von der
Embse et al. 2018). Test anxiety starts to be inversely related to test performance as early as in
elementary school, and this link remains present throughout formal education (Hembree 1988;
von der Embse et al. 2018). The test anxiety-performance link is also evident in the fact that
test-anxious students often receive lower school and course grades than their non-anxious
classmates (for meta-analyses, see Hembree 1988; Seipp 1991; von der Embse et al. 2018).

Cognitive and Emotional Component of Test Anxiety

Given that test anxiety is linked to test performance, the question arises which specific aspects
of test anxiety can explain this relationship. In fact, the phenomenology of test anxiety
comprises a wide range of feelings, thoughts, and bodily responses (for a review, see
Zeidner 1998). Liebert and Morris (1967) suggested differentiating between a cognitive and
an emotional component of test anxiety. They identified the cognitive component as “any
cognitive expression of concern about one’s own performance” (Liebert and Morris 1967, p.
975) and labeled it as worry. The emotional component was labeled as emotionality, referring
to affective and autonomic reactions, such as accelerated heartbeat, sweating, or nausea.

Differentiating Between Cognitive Facets

Whereas Liebert and Morris (1967) equated the cognitive component of test anxiety with
performance-related worries, other research suggests that this component consists of different
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facets. Sarason (1984), for instance, identified two cognitive facets, namely worry (e.g.,
“During a difficult test, I worry whether I will pass it”) and test-irrelevant thinking (e.g.,
“During tests, I think about recent past events”). This differentiation has been further refined in
the deve lopmen t o f the German Tes t Anx i e ty Inven to ry ( in German :
Prüfungsangstfragebogen; PAF) (Hodapp et al. 1995, 2011; Hodapp and Benson 1997).

The PAF differentiates between worry, interference, and lack of confidence as cognitive
facets and arousal as an emotional facet of test anxiety. Worry is conceptualized as in the
questionnaire by Sarason (1984) (e.g., “I worry about my results”), and arousal refers to
bodily or physical reactions in test situations (e.g., “My heart pounds”).

The interference subscale of the PAF is similar to the test-irrelevant thinking subscale by
Sarason (1984) but empathizes that test-irrelevant thoughts are experienced as interfering (e.g.,
“I am preoccupied by other thoughts that distract me”). Cognitive interference or distraction is
also assumed in prominent theoretical accounts of test anxiety (Calvo and Eysenck 1992;
Eysenck et al. 2007; Wine 1971). Students are thought to shift the focus of their attention away
from the task and towards inner states, which can interfere with task processing. However,
these accounts identify worries as the primary source of interference/distraction and do not
further differentiate between worries and test-irrelevant thoughts.

Lack of confidence refers to low confidence to perform well on a test (e.g., “I am convinced
that I will do well”; item scores are inverted). As such, it is similar to the construct of academic
self-efficacy, which describes a person’s belief that they can successfully attain educational
goals (Bandura 1997; Chemers et al. 2001; Honicke and Broadbent 2016). Whereas academic
self-efficacy includes beliefs regarding both test taking and study skills, lack of confidence
refers more specifically to the confidence of a person in a test situation. Recent studies suggest
that lacking confidence or control regarding a test is related to higher levels of worry (Cassady
and Finch 2020; Putwain and Aveyard 2018; Putwain and Pescod 2018).

Having good psychometric properties (Donati et al. 2019; Hodapp et al. 2011; Hoferichter
et al. 2015; Schnell et al. 2013), the PAF has become one of the most widely used question-
naires to assess test anxiety in German and has been adapted to English (Hoferichter et al.
2015) and Italian (Donati et al. 2019).

Usage of the Term Worry

Differentiating between cognitive facets of test anxiety has led to ambiguity in how the term
worry is used in the literature (see also Cassady and Johnson 2002). Whereas worry is
sometimes used as an umbrella term to summarize cognitive as opposed to emotional aspects
of test anxiety (e.g., Mowbray 2012; Seipp 1991; von der Embse et al. 2018), it is used by
other researchers—and also in the present work—in a more narrow sense to refer to worries
about a test and the consequences of failing (e.g., Donati et al. 2019; Hoferichter et al. 2015;
Sarason 1984; Schnell et al. 2013).

Does Worry Account for the Lower Test Performance?

Meta-analyses have revealed that test performance is overall more strongly related to cognitive
than to emotional aspects of test anxiety (Hembree 1988; Seipp 1991; von der Embse et al.
2018). Against this background and given the particular prominence of the worry facet,
worries about a test and the consequences of failing are considered by many researchers as
the candidate explanation for the lower test performance of test-anxious students (e.g., Beilock
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et al. 2004; Brady et al. 2018; DeCaro et al. 2011; Deffenbacher 1977, 1978, 1986;
Deffenbacher and Deitz 1978; Eysenck et al. 2007; Hagtvet 1976; Hembree 1988; Liebert
and Morris 1967; Morris et al. 1981; Morris and Fulmer 1976; Morris and Liebert 1969, 1970;
O’Neil and Fukumura 1992; Osterhouse 1972; Ramirez and Beilock 2011; Sattizahn et al.
2016; Schwarzer 1984; Steinmayr et al. 2016; Wine 1971). Worrying during a test is thought
to occupy students’ minds, to disrupt effective task processing, or to consume limited working
memory resources, ultimately leading to lower test performance.

The identification of different cognitive facets of test anxiety, however, raises the question
of how these are differentially related to test performance. Surprisingly, the available evidence
regarding this question seems to be scarce. To the best of our knowledge, only two studies
have compared worry and interference/test-irrelevant thinking in predicting standardized test
performance, and only one of these studies considered in addition lack of confidence. In the
first study, Sarason (1984) analyzed the performance of psychology students in a digit symbol
substitution test (DSST). This test involves substituting digits with symbols as fast as possible
based on digit-symbol mapping. Results revealed that the performance in the DSST was lower
for those students scoring high in the worry subscale but did not differ between students with
low and high scores in the test-irrelevant thinking subscale. In contrast, Donati et al. (2019)
found a different pattern of correlations between a standardized arithmetic test and the
subscales of the PAF in Italian secondary school students. Interference and lack of confidence,
but not worry or arousal, were significantly related to test performance. Similarly, mixed
evidence has been reported regarding the relationship between school or course grades and
different facets of test anxiety (Hodapp et al. 2011; Hoferichter et al. 2015; Putwain et al. 2020;
Schnell et al. 2013).

The different tests used in the studies by Sarason (1984) and Donati et al. (2019) make it
difficult to compare the results directly. Whereas the DSST is thought to assess the functioning
of domain-general associative learning (for a review, see Jaeger 2018), the arithmetic test used
by Donati et al. (2019) taps into domain-specific abilities, such as applying arithmetic
procedures. Moreover, the results of both studies are limited by only considering bivariate
correlations between test anxiety facets and performance. Bivariate correlations do not take
into account shared variance between different facets of test anxiety. Given the incommensu-
rability and limitations of previous findings, further studies are needed to determine the unique
variance explained by different cognitive facets of test anxiety in test performance. Answering
this question can help identify test-anxious students who are more likely to underperform on
tests. This would allow educators to tailor interventions to at-risk students.

Curvilinear Effect of Arousal

One explanation for the weaker association between performance and emotional aspects
compared with cognitive aspects of test anxiety could be that intermediate levels of physical
arousal help performance. According to a modern version of the Yerkes-Dodson law, there is
an optimal level of arousal at which performance is maximized, with the optimum being lower
for more difficult tasks (Eysenck 1982; Yerkes and Dodson 1908). Such a curvilinear
relationship would not be properly reflected in linear correlations as reported by most previous
studies examining how test anxiety is related to test performance (Hembree 1988; Seipp 1991;
von der Embse et al. 2018). Therefore, our understanding of the test anxiety-performance link
can be advanced by considering a curvilinear relationship between arousal and performance
(see also Cassady and Finch 2020).
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The Present Study

The aim of the present study was to provide a fine-grained analysis of how test anxiety is
related to test performance. We extend previous studies by considering different cognitive
facets of test anxiety as well as a linear and a curvilinear effect of arousal in predicting
performance across different standardized tests. A large sample of university students was
asked to complete a battery of standardized tests assessing general intelligence and mathemat-
ical competencies, including arithmetic fact retrieval, arithmetic procedures, and higher-order
mathematics. We focused on the mathematical domain since mathematics is a central part of
the curriculum from an early age and as such provides an excellent touchstone for general
academic performance. Moreover, mathematics has been linked in particular to performance-
related anxiety as evident by a wealth of studies on the adjacent construct of math anxiety (for
reviews, see Ashcraft 2002; Foley et al. 2017). Including different mathematical tests allowed
us to assess the generalizability of the results within the mathematical domain and the
intelligence test to probe domain-general performance. After completing the set of tests,
students filled out the PAF providing three cognitive and one emotional subscale. These
subscales were then used to predict performance on the standardized tests using multiple
regression analyses. To ensure that findings transfer to actual academic performance, we
additionally tested how the four test anxiety facets are related to the final high school grade
in mathematics.

Methods

Participants

Data from 748 university students between the ages of 17 and 35 years were initially acquired.
Seventeen data sets were excluded from the present analyses due to missing responses to one
or more items of the PAF, and one data set because of an extremely low score (T-score of 1.76)
in the Berlin Intelligence Structure Test (BIS-T). Thus, the final sample comprised 730
university students (470 females) with a mean age of 21.9 (SD = 3.3) years. There were a
few cases of missing data so that sample sizes for analyses with the BIS-T (N = 720) and the
high school grade in mathematics are lower (N = 710). Approximately 48% of the students
were enrolled in a psychology degree, 23% in science, 18% in humanities, 6% in engineering,
and 5% in law or economics. All participants gave written informed consent prior to partic-
ipation and received feedback regarding their intellectual abilities after testing as incentive for
taking part in the study. The study was approved by the ethics committee of the University of
Graz.

Instruments

German Test Anxiety Inventory

Test anxiety was assessed with the German Test Anxiety Inventory (in German:
Prüfungsangstfragebogen, PAF; Hodapp et al. 2011). This questionnaire consists of 20
statements about feelings and thoughts in test situations. Items are rated on a 4-point Likert
scale with the labels “almost never,” “sometimes,” “often,” and “almost always.” Worry,
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interference, lack of confidence, and arousal are differentiated with five items assigned to each
subscale. Lack of confidence items are positively formulated and item scores were therefore
inverted. Sum scores were calculated for each subscale with a minimum score of 5 and a
maximum score of 20.

Berlin Intelligence Structure Test

The short version of the Berlin Intelligence Structure Test (BIS-T; Jäger et al. 1997) was
used to assess general intelligence. This test includes 15 tasks drawing on three content
components of intelligence (numerical, figural, and verbal) and four operational abilities
(processing speed, memory, reasoning, and creativity). The numerical tasks required
participants to continue number series (reasoning; 3 min 40 s), cross out numbers in a
matrix that are larger by a factor of three as compared with the preceding number
(processing speed; 1 min), memorize pairs of digits (memory; 4 min), estimate the
results of complex calculation problems (reasoning; 2 min 45 s), and find different
operands resulting in a given arithmetic solution (creativity; 1 min 50 s). The figural
tasks required participants to remember locations on a map (memory; 3 min 10 s),
complete a series of figures (reasoning; 1 min 45 s), draw emblems representing a shop
(creativity; 3 min), cross out all “x” in a string of letters (processing speed; 50 s), and
complete a list of drawings (reasoning; 3 min). The verbal tasks required participants to
list as many abilities of a good salesperson as possible (creativity; 2 min 30 s), complete
analogies (reasoning; 1 min 30 s), rate statements whether they are an opinion or a fact
(reasoning; 1 min), answer short questions to a memorized text (memory; 3 min), and
cross out words that are meronyms of the preceding word (e.g., “word” preceded by
“letter”; processing speed; 40 s). Tasks were presented in mixed order, and the test lasted
for approximately 47 min including a warm-up task and instructions. Scores were
aggregated across the three subscales yielding a general intelligence score.

Arithmetic Fluency Test

The Arithmetic Fluency Test (AF-T) is designed to measure the ease or fluency with
which individuals can solve multiplications, additions, and subtractions (Schillinger et al.
2018; Vogel et al. 2017, 2019). Arithmetic problems are grouped by operation on
separate sheets, and participants have to solve as many problems as possible on each
sheet within a limited time. The arithmetic fact subtest includes 64 single-digit multipli-
cations (e.g., 5 × 7), 128 single-digit additions (e.g., 4 + 7), and 128 subtractions with a
minuend between 4 and 20 and a single-digit subtrahend (e.g., 16 − 8). For each of the
three sheets/operations, participants are given 90 s. Adults have been repeatedly shown
to solve such simple arithmetic problems by retrieving the respective solution from long-
term memory (e.g., Grabner and De Smedt 2011). The arithmetic procedure subtest
includes 60 problems for each operation, and participants are given 120 s per sheet/
operation. The multiplications are composed of a double-digit number (smaller than 100)
and a single-digit number (e.g., 39 × 5), additions require to sum up three double-digit
numbers (e.g., 30 + 98 + 59), and subtractions consist of two double-digit numbers (e.g.,
82 − 31). Such complex arithmetic problems usually require the application of arithmetic
procedures to be solved (e.g., Grabner and De Smedt 2011). For each subtest, a total
score was obtained by counting the number of correctly solved items.
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Mathematics Test for Selection of Personnel

Performance in higher-order mathematics was assessed with the short version of the German
Mathematics Test for Selection of Personnel (Mathematiktest für die Personalauswahl, M-PA;
Jasper and Wagener 2011). The M-PA was developed to assess mathematical competencies of
applicants with at least a lower secondary education degree between the ages of 16 and 40
years. The short version consists of 31 mathematical problems with a multiple-choice (MC) or
open-answer (OA) format. Problems cover a wide range of mathematical topics including
fractions (3 OA), conversion of units (3 OA), exponentiation (7 OA), division with decimals (2
OA), algebra (1 MC), geometry (1 MC), roots (7 OA), and logarithms (7 OA). Following
instructions, participants had a total of 15 min to solve the problems. The short version of the
M-PA has been reported to have good internal consistency (Cronbach’s alpha = .89) and to be
highly correlated with the long version of the M-PA (r = .93) (Jasper and Wagener 2011). The
total number of correctly solved items was used in the analysis.

Procedure

Data collection took place between 2015 and 2019. The test battery was advertised as
an assessment of personality traits and intellectual abilities, and volunteers were tested
in small groups from four to twelve persons. Assessing intellectual abilities in a group
setting is known to be ego-involving, and the present test situation is therefore likely
to evoke performance pressure similar to actual academic tests (DeCaro et al. 2011;
Mandler and Sarason 1952; Nguyen and Ryan 2008; S. B. Sarason and Mandler
1952). In addition, all standardized tests were timed, which has been suggested to be
a major stressor for test-anxious students with detrimental effects on test performance
(Faust et al. 1996; Morris and Liebert 1969; Onwuegbuzie and Seaman 1995).

Upon arriving, participants were seated in front of the test booklet, which included all
tests and questionnaires described in the “Instruments” section. In addition, tests
assessing creativity and personality as well as questionnaires on math anxiety and
general anxiety were administered. These additional instruments are not within the scope
of the present study and are therefore not reported. The sequence of tests was as follows:
BIS-T, M-PA, AF-T, creativity test, personality test, PAF, math anxiety questionnaires,
and general anxiety questionnaire. Participants were instructed to work through the
booklet page by page and to pause whenever they reached a page with a red stop sign.
For all standardized tests, experimenters took the time to inform participants when they
had to stop working on the respective test. At the end of the test booklet, participants
were asked to fill out demographic questions regarding sex, age, field of study, and final
high school grade in mathematics. Testing took about two and a half hours and was
conducted by one of four trained student research assistants.

Data Analysis

Analyses were run in the R environment (R Core Team 2015) with specific packages listed in
the following description. All data, scripts, and results are available at the open science
framework (OSF): https://osf.io/tszeg.

To facilitate a direct comparison between performance measures, mean scores of the BIS-T,
AF-T, and M-PA were transformed to a common T-scale (M = 50, SD = 10). Grades in
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mathematics were inverted so that higher values represent better grades (5 = very good, 4 =
good, 3 = sufficient, 2 = poor, 1 = insufficient).

As a first step, we tested whether the four PAF subscales reflect distinct facets of
test anxiety by computing the internal consistency (Cronbach’s alpha) of each subscale
as well as the correlations between subscales. We then inspected the bivariate correla-
tions between test anxiety facets and performance measures, and finally used multiple
linear regressions to determine the unique variance that test anxiety facets explained in
students’ test performance. The assumptions for the multiple linear models were
checked by inspecting diagnostic plots in combination with running the following tests:
heteroscedasticity was tested by studentized Breusch-Pagan tests (Breusch and Pagan
1979; Koenker 1981), mult icol l ineari ty was checked by computing the
variance inflation factor (VIF), and influential observations were defined based on
Cook’s distance. Self-reported grades in mathematics were predicted with an ordinal
regression model, checking the assumption of proportional odds with a likelihood ratio
test (“ordinal” package; Christensen 2019). Note that only three students reported
having received the lowest grade in mathematics, resulting in a disproportional low
number of observations in this particular cell. We therefore excluded these data points
for analyses involving grades. Finally, a curvilinear relationship between arousal and
performance was examined for each linear model by testing whether the model fit
improved significantly by including a quadratic term of the predictor arousal.

Results

Scale Characteristics

Distributions of the four PAF subscales are depicted in Fig. 1. The internal consistency was
good for all subscales (arousal: α = .85; worry: α = .81; interference: α = .84; lack of
confidence: α = .87). At the same time, the correlations between the three cognitive subscales
were low-to-medium (see Table 1) confirming that worry, interference, and lack of confidence
are distinct cognitive facets of test anxiety.
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Bivariate Correlations

Bivariate correlations (see Table 1) showed that arousal was inversely related to
intelligence and arithmetic fact retrieval but not to arithmetic procedures or higher-
order mathematics. Worry was significantly correlated to intelligence and higher-order
mathematics but not to arithmetic fact retrieval or arithmetic procedures. In contrast,
interference and lack of confidence showed highly significant negative correlations
with all performance measures. Test performance as a function of the four test anxiety
facets is depicted in Fig. 2.

A similar pattern of results was found regarding the grade in mathematics. Whereas
interference and lack of confidence were negatively correlated with grade, worry and arousal
did not show a significant relationship. Mathematics grade as a function of the four test anxiety
facets is depicted in Fig. 3.

Multiple Linear Regressions

Diagnostic plots indicated that the distribution of the residuals deviated from normality for
predicting arithmetic procedures and higher-order mathematics. Given the comparatively large
sample size of the present study, this deviation was deemed acceptable (see Schmidt and Finan
2018). Homoscedasticity was given for all models as confirmed by Breusch-Pagan tests
(lowest p value = .30), and multicollinearity was low (highest VIF = 1.58). Cook’s distance
indicated that there were a few cases of influential observations in each model. We therefore
used robust linear regression (“robust base” package; Maechler et al. 2009) to ensure that
results did not depend on influential observations.

Predictor estimates and overall model fit for the four linear regression models are summa-
rized in Table 2. In line with the literature, arousal was not significantly related to test
performance. Surprisingly, worry did not remain significantly related to any performance
measure. Interference and lack of confidence, instead, explained unique variance in perfor-
mance across tests. Taken together, test anxiety accounted for 2 to 5% of the variance in
students’ test performance.

Ordinal regression was used to test how the different facets of test anxiety relate to the grade
in mathematics. Likelihood ratio tests confirmed that the assumption of proportional odds was
given for all predictors.

Predictor estimates and overall model fit for the ordinal regression model are
summarized in Table 3. Similar to standardized test performance, interference and
lack of confidence remained inversely related to the final high school grade in
mathematics. In addition, arousal was found to exhibit a positive relationship. Stu-
dents reporting higher arousal in test situations received a better grade in mathematics
than students reporting lower arousal when controlling for the other facets of test
anxiety. Again, worry did not explain unique variance in students’ mathematics grade.
Taken together, test anxiety accounted for approximately 2% of the variance in the
final high school grade in mathematics.

Table 4 summarizes the results of testing for a curvilinear relationship between
arousal and performance. The model fit did not improve significantly by including a
quadratic term of the predictor arousal for any of the above-described models (see also
Figs. 2 and 3). Further information regarding the specifications of all tested models is
available at the OSF repository.
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Discussion

Cognitive Facets and Test Performance

We first addressed the question of how the different cognitive facets of test anxiety are related
to test performance. Previous studies have provided mixed evidence regarding this question
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but were limited by only considering bivariate correlations between test anxiety facets and
performance indictors (Donati et al. 2019; Hodapp et al. 2011; Hoferichter et al. 2015; Sarason
1984; Schnell et al. 2013). We could overcome this limitation in the present study by using
multiple regression analyses to predict test performance in a large sample of university
students. Moreover, the battery of tests used in the present study allowed us to test the
generalizability of the results within the mathematical domain and to probe domain-general
performance.

On a bivariate level, worry was found to be significantly related to general intelligence and
higher-order mathematics (see Table 1 and Fig. 2). However, correlation coefficients were
small and there was no significant correlation between worry and arithmetic nor between
worry and final high school grade in mathematics (see Fig. 3). In contrast, interference and
lack of confidence were consistently related to lower performance across standardized tests as
well as lower grades in mathematics. Multiple regressions revealed that worry did not explain
unique variance in students’ test performance. In contrast, interference and lack of confidence
remained significantly related to standardized test performance and mathematics grade.

The present results replicate the correlations between PAF subscales and arithmetic perfor-
mance reported by Donati et al. (2019). In addition, we show that interference and lack of
confidence explain unique variance in both arithmetic fact retrieval and arithmetic procedures.
Importantly, the same pattern of results was found in the domain-general intelligence test. This
is in contrast with findings by Sarason (1984) according to which associative learning is
inversely related to worry but not to test-irrelevant thinking. One explanation for this discrep-
ancy could be the different conceptualization of the interference/test-irrelevant thinking sub-
scale. Whereas the scale reported by Sarason (1984) is assessing test-irrelevant thoughts in
general, the interference subscale used in the present study as well as by Donati et al. (2019)
refers more specifically to test-irrelevant thoughts that are experienced as distracting or
interfering.

Arousal and Test Performance

Arousal was significantly and negatively correlated with general intelligence and arithmetic
fact retrieval. However, multiple regressions revealed that arousal did not explain unique
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Fig. 3 Mathematics grade as a function of test anxiety facets. Mosaic plots depict the final high school grade in
mathematics on the ordinate across panels. Sum scores of the test anxiety subscales are depicted on the abscissa.
For illustrative purposes, each subscale is divided into four equidistant segments. The width of the grayed
rectangles represents the proportion of sum scores falling into a segment, whereas the height represents the
proportion of grades within a segment. Higher values represent better grades
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variance in standardized test performance. Controlling for the other facets of test anxiety,
arousal turned out to be positively related to the final high school grade in mathematics.

Including a quadratic term of the predictor arousal did not improve the model fit for any
performance measure. The present study therefore does not provide evidence for a curvilinear
relationship between arousal and performance as predicted by the Yerkes-Dodson law
(Eysenck 1985; Yerkes and Dodson 1908).

Revisiting the Role of Worries

Performance-related worries are considered by many authors as the candidate explanation for
the lower test performance of test-anxious students (e.g., Beilock et al. 2004; Brady et al. 2018;
DeCaro et al. 2011; Deffenbacher 1977, 1978, 1986; Deffenbacher and Deitz 1978; Eysenck
et al. 2007; Hagtvet 1976; Hembree 1988; Liebert and Morris 1967; Morris et al. 1981; Morris
and Fulmer 1976; Morris and Liebert 1969, 1970; O’Neil and Fukumura 1992; Osterhouse
1972; Ramirez and Beilock 2011; Sattizahn et al. 2016; Schwarzer 1984; Steinmayr et al.
2016; Wine 1971). The present results, in contrast, suggest that worries cannot explain the
lower test performance of test-anxious students. Instead, interference by test-irrelevant
thoughts and lack of confidence seem to be the driving forces behind the inverse relationship
between test anxiety and test performance. This is at odds with experimental studies showing
adverse effects of worries on working memory processes (for reviews, see Eysenck et al. 2007;
Moran 2016).

Hayes et al. (2008), for instance, asked lower and higher test-anxious students to either
think about a personal topic that had been bothering them (worry condition) or about a positive
topic (positive thought condition) while performing a random generation task. In a random
generation task, participants are asked to produce a random sequence of items (e.g., by
pressing different buttons) avoiding repeating or stereotyped patterns—a process with rela-

Table 4 Testing for a curvilinear relationship between arousal and performance

DV χ2 df χ2 p

Intelligence 0.04 1 .834
Facts 2.07 1 .150
Procedures 0.07 1 .788
Mathematics 0.17 1 .684
Grade 0.41 1 .523

Comparison of the model fit between a model with four linear predictors (i.e., arousal, worry, interference, lack of
confidence) and a model which includes an additional quadric term for the predictor arousal

DV dependent variable

Table 3 Estimates and overall model fit of test anxiety facets predicting grade in mathematics

E SE z p

Arousal 0.06 0.02 2.92 .003
Worry 0.01 0.01 0.61 .538
Interference −0.11 0.02 −4.60 < .001
LOC −0.07 0.02 −2.71 .006
Explained variance R2

McFadden = 0.02
Model fit χ2(4) = 42.74, p < .001

LOC lack of confidence, E estimate, SE standard error
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tively high working memory demands. Comparing the randomness of the produced sequences
between groups (lower vs. higher test anxiety) and conditions (worry vs. positive thought)
revealed that there was no difference between groups in the positive thought condition. In the
worry condition, however, higher test-anxious students showed an inferior performance as
compared with lower test-anxious students. These results suggest that worries can have a
detrimental effect on test-anxious students’ working memory.

Given the correlational nature of the present study, we cannot rule out that worrisome
thoughts did affect the working memory of students which would eventually impair their test
performance. However, the detrimental effect of worries seems to be negligible compared with
the effects of being distracted by test-irrelevant thoughts and lacking confidence. The present
results therefore suggest revisiting the role of worries in explaining the link between test
anxiety and test performance.

Psychological Mechanisms

What are the psychological mechanisms that could explain the present findings? Interference and
lack of confidence are similar to worry given that they are cognitive instead of emotional in nature
(see Liebert andMorris 1967). Yet, previous research has demonstrated thatworry, interference, and
lack of confidence are distinct facets of test anxiety, which is corroborated by the present findings
(Donati et al. 2019; Hodapp et al. 2011; Hoferichter et al. 2015; Schnell et al. 2013).

In contrast to worries, test-irrelevant thoughts are not focused on performance or possible
consequences of failing. Instead, students report seemingly random thoughts that pop into their
minds (Hodapp et al. 2011; Sarason 1984; Zeidner 1998). For instance, a student might wonder
whether they locked their apartment in the middle of taking a test. Such thoughts are likely to impair
students’ abilities to solve the task at hand by dividing their attention between test-relevant and test-
irrelevant thoughts. Impaired attention has also been suggested to underlie the detrimental effect of
worries on test performance (for a review, see Wine 1971). Here, however, the extra burden would
be put on students’ minds by unrelated thoughts instead of test-related worries. To maintain test
performance, test-anxious students would need to inhibit these thoughts and to re-direct their
attention to the task at hand. Such inhibiting processes have been identified as a basic function of
the central executive (Miyake et al. 2000), which are known to vary between individuals (for a
review see Miyake and Friedman 2012). Executive functions are therefore likely to moderate the
relationship between interference and test performance (see also O’Donnell 2017).

Lacking confidence, on the other hand, could diminish the perseverance of test-anxious
students during a test. They might just give up working on difficult problems more quickly
than less test-anxious students. Spending less time on the task would directly result in a lower
test performance. At the same time, students with skill or test-taking deficits are more likely to
develop lower levels of confidence regarding tests (for a review, see Tobias 1985). This could
lead to a vicious cycle in which lower test performance will further decrease the confidence of
test-anxious students. A lower task engagement could also leave students more room to think
about unrelated topics during a test, in turn, increasing interference by test-irrelevant thoughts.

Limitations and Directions for Future Research

In the present study, we focused on the domain of mathematics as a touchstone of academic
performance. This raises the question of whether the present results also apply in a general way
to other academic domains, such as reading and writing. The fact that we found the same
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pattern of results between test anxiety and a domain-general intelligence test, including several
verbal items, as between test anxiety and mathematical performance would suggest so.
However, further studies are needed to test the relationship between different test anxiety
facets and performance in other academic domains more systematically.

Another limitation concerns the generalizability of the results beyond university students. In
general, previous studies have reported similar results regarding the test anxiety-performance link for
different age groups (formeta-analyses, seeHembree 1988; Seipp 1991; von der Embse et al. 2018).
Importantly, Donati et al. (2019) have shown that interference and lack of confidence but not worry
are inversely related tomathematical test performance in secondary school students. However, to the
best of our knowledge, no study has yet addressed the role of different facets of test anxiety in
explaining test performance in primary school students. This age group would be especially
important to investigate since it is known that the relationship between test anxiety and test
performance starts to emerge during this time (for a review, see Hill and Wigfield 1984).

Finally, the present study cannot resolve the question of causality between interference or
lack of confidence and test performance given its correlational nature. To answer this question,
intervention or experimental studies would be needed. For instance, future studies could aim to
reduce the degree to which students experience interference by test-irrelevant thoughts.
Comparing students’ test performance before and after the intervention would allow for
assessing the causal effect that interference has on performance.

Conclusions

Our results suggest that the inverse relationship between test anxiety and test performance is
related to interference by test-irrelevant thoughts and lack of confidence. This challenges the
widely accepted notion according to which the test performance of test-anxious students is
impaired by worries about a test and the consequences of failing. No evidence was found for a
linear or curvilinear relationship between arousal and test performance. Future research should
address the role of different test anxiety facets in other academic domains than mathematics as
well as in primary school students. Moreover, experimental or intervention studies are needed
to pinpoint the causal effect of interference and lack of confidence on students’ test perfor-
mance. The present results can help educators to identify students who are especially at risk of
underperforming in tests.

Acknowledgements We thank Mira Binder, Alexander Heidekum, and Dennis Wambacher for assistance with
the data collection.

Author Contribution F.L.S. conceived the study; F.L.S, J.A.M., C.B., S.E.V., and R.H.G. organized the data
collection; F.L.S., J.A.M., and C.B. analyzed the data; and F.L.S, J.A.M., C.B., S.E.V., and R.H.G. wrote the
paper.

Funding Open access funding provided by University of Graz. This research was supported by two grants from
the Austrian Science Fund (FWF): I2425-G16 and P30050-GBL.

Availability of Data and Material All data and results are available at the Open Science Framework (https://
osf.io/tszeg).

1902 Educational Psychology Review (2021) 33:1887–1906

https://osf.io/tszeg/?view_only=c8cd393f16484c0eb8fffba903a13936
https://osf.io/tszeg/?view_only=c8cd393f16484c0eb8fffba903a13936


Code Availability R code used for the analyses is available at the Open Science Framework (https://osf.io/
tszeg).

Declarations

Conflict of Interest The authors declare no competing interests.

Open Access This article is licensed under a Creative Commons Attribution 4.0 International License, which
permits use, sharing, adaptation, distribution and reproduction in any medium or format, as long as you give
appropriate credit to the original author(s) and the source, provide a link to the Creative Commons licence, and
indicate if changes were made. The images or other third party material in this article are included in the article's
Creative Commons licence, unless indicated otherwise in a credit line to the material. If material is not included
in the article's Creative Commons licence and your intended use is not permitted by statutory regulation or
exceeds the permitted use, you will need to obtain permission directly from the copyright holder. To view a copy
of this licence, visit http://creativecommons.org/licenses/by/4.0/.

References

Ashcraft, M. H. (2002). Math anxiety: Personal, educational, and cognitive consequences. Current Directions in
Psychological Science, 11(5), 181–185. https://doi.org/10.1111/1467-8721.00196.

Bandura, A. (1997). Self-efficacy: The exercise of control. Worth Publishers. https://books.google.de/books?id=
eJ-PN9g_o-EC.

Beilock, S. L., Kulp, C. A., Holt, L. E., & Carr, T. H. (2004). More on the fragility of performance: Choking
under pressure in mathematical problem solving. Journal of Experimental Psychology. General, 133(4),
584–600. https://doi.org/10.1037/0096-3445.133.4.584.

Brady, S. T., Hard, B. M., Gross, J. J., Brady, S. T., Hard, B. M., Gross, J. J., Aguilar, L., Chen, P., Cohen, G.,
Lee, I., Lee, K., Manke, K., Rozek, C., Walton, G., & Wong, L. (2018). Supplemental material for
reappraising test anxiety increases academic performance of first-year college students. Journal of
Educational Psychology, 110(3), 395–406. https://doi.org/10.1037/edu0000219.supp.

Breusch, T. S., & Pagan, A. R. (1979). A simple test for heteroscedasticity and random coefficient variation.
Econometrica, 47(5), 1287. https://doi.org/10.2307/1911963.

Calvo, M. G., & Eysenck, M. W. (1992). Anxiety and performance: The processing efficiency theory. Cognition
and Emotion, 6(6), 409–434. https://doi.org/10.1080/02699939208409696.

Cassady, J. C., & Finch, W. H. (2020). Revealing nuanced relationships among cognitive test anxiety,
motivation, and self-regulation through curvilinear analyses. Frontiers in Psychology, 11(June), 1–13.
https://doi.org/10.3389/fpsyg.2020.01141.

Cassady, J. C., & Johnson, R. E. (2002). Cognitive test anxiety and academic performance. Contemporary
Educational Psychology, 27(2), 270–295. https://doi.org/10.1006/ceps.2001.1094.

Chemers, M. M., Hu, L. T., & Garcia, B. F. (2001). Academic self-efficacy and first-year college student
performance and adjustment. Journal of Educational Psychology, 93(1), 55–64. https://doi.org/10.1037/
0022-0663.93.1.55.

Christensen, R. H. B. (2019). ordinal—Regression models for ordinal data. In R package version 2019.3-9. http://
www.cran.r-project.org/package=ordinal/.

DeCaro, M. S., Thomas, R. D., Albert, N. B., & Beilock, S. L. (2011). Choking under pressure: Multiple routes
to skill failure. Journal of Experimental Psychology. General, 140(3), 390–406. https://doi.org/10.1037/
a0023466.

Deffenbacher, J. L. (1977). Relationship of worry and emotionality to performance on the Miller Analogies Test.
Journal of Educational Psychology, 69(2), 191–195. https://doi.org/10.1037/0022-0663.69.2.191.

Deffenbacher, J. L. (1978). Worry, emotionality, and task-generated interference in test anxiety: An empirical test
of attentional theory. Journal of Educational Psychology, 70(2), 248–254. https://doi.org/10.1037/0022-
0663.70.2.248.

Deffenbacher, J. L. (1986). Cognitive and physiological components of test anxiety in real-life exams. Cognitive
Therapy and Research, 10(6), 635–644. https://doi.org/10.1007/BF01173751.

Deffenbacher, J. L., & Deitz, S. R. (1978). Effects of test anxiety on performance, worry, and emotionality in
naturally occurring exams. Psychology in the Schools, 15(3), 446–450. https://doi.org/10.1002/1520-
6807(197807)15:3<446::AID-PITS2310150326>3.0.CO;2-B.

1903Educational Psychology Review (2021) 33:1887–1906

https://osf.io/tszeg/?view_only=c8cd393f16484c0eb8fffba903a13936
https://osf.io/tszeg/?view_only=c8cd393f16484c0eb8fffba903a13936
http://creativecommons.org/licenses/by/4.0/
https://doi.org/10.1111/1467-8721.00196
https://books.google.de/books?id=eJ-PN9g_o-EC
https://books.google.de/books?id=eJ-PN9g_o-EC
https://doi.org/10.1037/0096-3445.133.4.584
https://doi.org/10.1037/edu0000219.supp
https://doi.org/10.2307/1911963
https://doi.org/10.1080/02699939208409696
https://doi.org/10.3389/fpsyg.2020.01141
https://doi.org/10.1006/ceps.2001.1094
https://doi.org/10.1037/0022-0663.93.1.55
https://doi.org/10.1037/0022-0663.93.1.55
http://www.cran.r-project.org/package=ordinal/
http://www.cran.r-project.org/package=ordinal/
https://doi.org/10.1037/a0023466
https://doi.org/10.1037/a0023466
https://doi.org/10.1037/0022-0663.69.2.191
https://doi.org/10.1037/0022-0663.70.2.248
https://doi.org/10.1037/0022-0663.70.2.248
https://doi.org/10.1007/BF01173751
https://doi.org/10.1002/1520-6807(197807)15:3<446::AID-PITS2310150326>3.0.CO;2-B
https://doi.org/10.1002/1520-6807(197807)15:3<446::AID-PITS2310150326>3.0.CO;2-B


Donati, M. A., Izzo, V. A., Scabia, A., Boncompagni, J., & Primi, C. (2019). Measuring test anxiety with an
invariant measure across genders: The case of the German Test Anxiety Inventory. Psychological Reports,
123(4), 1–21. https://doi.org/10.1177/0033294119843224.

Eysenck, M. W. (1982). Attention and arousal. Springer Berlin Heidelberg. https://doi.org/10.1007/978-3-642-
68390-9.

Eysenck, M. W. (1985). Anxiety and cogntive task performance. Person. Indiuid Dtf., 6(5), 579–586.
Eysenck, M. W., Derakshan, N., Santos, R., & Calvo, M. G. (2007). Anxiety and cognitive performance:

Attentional control theory. Emotion, 7(2), 336–353. https://doi.org/10.1037/1528-3542.7.2.336.
Faust, M. W., Ashcraft, M. H., & Fleck, D. E. (1996). Mathematics anxiety effects in simple and complex

addition. In Mathematical Cognition (Vol. 2, pp. 25–62).
Foley, A. E., Herts, J. B., Borgonovi, F., Guerriero, S., Levine, S. C., & Beilock, S. L. (2017). The math anxiety-

performance link. Current Directions in Psychological Science, 26(1), 52–58. https://doi.org/10.1177/
0963721416672463.

Grabner, R. H., & De Smedt, B. (2011). Neurophysiological evidence for the validity of verbal strategy reports in
mental arithmetic. Biological Psychology, 87(1), 128–136. https://doi.org/10.1016/j.biopsycho.2011.02.019.

Hagtvet, K. A. (1976). Worry and emotionality components of test anxiety in different sex and age groups of
elementary school children. Psychological Reports, 39(3_suppl), 1327–1334. https://doi.org/10.2466/pr0.
1976.39.3f.1327.

Hayes, S., Hirsch, C., & Mathews, A. (2008). Restriction of working memory capacity during worry. Journal of
Abnormal Psychology, 117(3), 712–717. https://doi.org/10.1037/a0012908.

Hembree, R. (1988). Correlates, Causes, Effects, and Treatment of Test Anxiety. In Review of Educational
Research (Vol. 58, Issue 1). https://doi.org/10.3102/00346543058001047.

Hill, K. T., &Wigfield, A. (1984). Test anxiety: A major educational problem and what can be done about it. The
Elementary School Journal, 85(1), 105–126. https://doi.org/10.1086/461395.

Hodapp, V., & Benson, J. (1997). The multidimensionality of test anxiety: A test of different models. Anxiety,
Stress and Coping, 10(3), 219–244. https://doi.org/10.1080/10615809708249302.

Hodapp, V., Glanzmann, P., & Laux, L. (1995). Theory and measurement of test anxiety as a situation-specific
trait. In C. D. Spielberger & P. R. Vagg (Eds.), Test Anxiety. Theory, Assessment, and Treatment (pp. 47–
58). Taylor & Francis.

Hodapp, V., Rohrmann, S., & Ringeisen, T. (2011). PAF - Prüfungsangstfragebogen. Göttingen: Hogrefe.
Hoferichter, F., Raufelder, D., Ringeisen, T., Rohrmann, S., & Bukowski, W. M. (2015). Assessing the multi-

faceted nature of test anxiety among secondary school students: An English version of the German test
anxiety questionnaire: PAF-E. Journal of Psychology: Interdisciplinary and Applied, 150(4), 450–468.
https://doi.org/10.1080/00223980.2015.1087374.

Honicke, T., & Broadbent, J. (2016). The influence of academic self-efficacy on academic performance: A
systematic review. Educational Research Review, 17, 63–84. https://doi.org/10.1016/j.edurev.2015.11.002.

Jaeger, J. (2018). Digit symbol substitution test. Journal of Clinical Psychopharmacology, 38(5), 513–519.
https://doi.org/10.1097/JCP.0000000000000941.

Jäger, O. A., Süß, H. M., & Beauducel, A. (1997). Berliner Intelligenzstruktur-Test [Berlin Intelligence Structure
Test]. Göttingen: Hogrefe.

Jasper, F., & Wagener, D. (2011). Mathematiktest für die Personalauswahl [Mathematics test for selection of
personnel]. Göttingen: Hogrefe.

Koenker, R. (1981). A note on studentizing a test for heteroscedasticity. Journal of Econometrics, 17(1), 107–
112. https://doi.org/10.1016/0304-4076(81)90062-2.

Liebert, R. M., & Morris, L. W. (1967). Cognitive and emotional components of test anxiety: A distinction and
some initial data. Psychological Reports, 20(3), 975–978. https://doi.org/10.2466/pr0.1967.20.3.975.

Maechler, M., Rousseeuw, P., Croux, C., Todorov, V., Ruckstuhl, A., Matias Salibian-Barrera, T. V., Koller, M.,
Eduardo, L. T., Palma, C., & Di, M. A. (2009). robustbase: Basic robust statistics R package version 0.93-5.
http://cran.r-project.org/package=robustbase.

Mandler, G., & Sarason, S. B. (1952). A study of anxiety and learning. The Journal of Abnormal and Social
Psychology, 47(2), 166–173. https://doi.org/10.1037/h0062855.

Middendorf, E., Apolinarski, B., Poskowsky, J., Kandulla, M., Netz, N., Naumann, H., & Buck, D. (2016). Die
wirtschaftliche und soziale Lage der Studierenden in der Bundesrepublik Deutschland 2016. Sozialerhebung
Des Deutschen …, 1–516. http://www.sozialerhebung.de/download/20/soz20_hauptbericht_gesamt.pdf.

Miyake, A., & Friedman, N. P. (2012). The nature and organization of individual differences in executive
functions: Four general conclusions. Current Directions in Psychological Science, 21(1), 8–14. https://doi.
org/10.1177/0963721411429458.

Miyake, A., Friedman, N. P., Emerson, M. J., Witzki, A. H., Howerter, A., &Wager, T. D. (2000). The unity and
diversity of executive functions and their contributions to complex “frontal lobe” tasks: A latent variable
analysis. Cognitive Psychology, 41(1), 49–100. https://doi.org/10.1006/cogp.1999.0734.

1904 Educational Psychology Review (2021) 33:1887–1906

https://doi.org/10.1177/0033294119843224
https://doi.org/10.1007/978-3-642-68390-9
https://doi.org/10.1007/978-3-642-68390-9
https://doi.org/10.1037/1528-3542.7.2.336
https://doi.org/10.1177/0963721416672463
https://doi.org/10.1177/0963721416672463
https://doi.org/10.1016/j.biopsycho.2011.02.019
https://doi.org/10.2466/pr0.1976.39.3f.1327
https://doi.org/10.2466/pr0.1976.39.3f.1327
https://doi.org/10.1037/a0012908
https://doi.org/10.3102/00346543058001047
https://doi.org/10.1086/461395
https://doi.org/10.1080/10615809708249302
https://doi.org/10.1080/00223980.2015.1087374
https://doi.org/10.1016/j.edurev.2015.11.002
https://doi.org/10.1097/JCP.0000000000000941
https://doi.org/10.1016/0304-4076(81)90062-2
https://doi.org/10.2466/pr0.1967.20.3.975
http://cran.r-project.org/package=robustbase
https://doi.org/10.1037/h0062855
http://www.sozialerhebung.de/download/20/soz20_hauptbericht_gesamt.pdf
https://doi.org/10.1177/0963721411429458
https://doi.org/10.1177/0963721411429458
https://doi.org/10.1006/cogp.1999.0734


Moran, T. P. (2016). Anxiety and working memory capacity: A meta-analysis and narrative review.
Psychological Bulletin, 142(5), 831–864. https://doi.org/10.1037/bul0000051.

Morris, L. W., & Fulmer, R. S. (1976). Test anxiety (worry and emotionality) changes during academic testing as
a function of feedback and test importance. Journal of Educational Psychology, 68(6), 817–824. https://doi.
org/10.1037/0022-0663.68.6.817.

Morris, L. W., & Liebert, R. M. (1969). Effects of anxiety on timed and untimed intelligence tests: Another look.
Journal of Consulting and Clinical Psychology, 33(2), 240–244. https://doi.org/10.1037/h0027164.

Morris, L. W., & Liebert, R. M. (1970). Relationship of cognitive and emotional components of test anxiety to
physiological arousal and academic performance. Journal of Consulting and Clinical Psychology, 35(3),
332–337. https://doi.org/10.1037/h0030132.

Morris, L. W., Davis, M. A., & Hutchings, C. H. (1981). Cognitive and emotional components of anxiety:
Literature review and a revised worry-emotionality scale. Journal of Educational Psychology, 73(4), 541–
555. https://doi.org/10.1037/0022-0663.73.4.541.

Mowbray, T. (2012). Working memory, test anxiety and effective interventions: A review. The Australian
Educational and Developmental Psychologist, 29(2), 141–156. https://doi.org/10.1017/edp.2012.16.

Nguyen, H.-H. D., & Ryan, A. M. (2008). Does stereotype threat affect test performance of minorities and
women? A meta-analysis of experimental evidence. The Journal of Applied Psychology, 93(6), 1314–1334.
https://doi.org/10.1037/a0012702.

O’Donnell, P. S. (2017). Executive functioning profiles and test anxiety in college students. Journal of
Psychoeducational Assessment, 35(5), 447–459. https://doi.org/10.1177/0734282916641554.

O’Neil, H. F., & Fukumura, T. (1992). Relationship of worry and emotionality to test performance in a juku
environment. Anxiety, Stress, and Coping, 5(3), 241–251. https://doi.org/10.1080/10615809208249525.

Onwuegbuzie, A. J., & Seaman, M. A. (1995). The effect of time constraints and statistics test anxiety on test
performance in a statistics course. Journal of Experimental Education, 63(2), 115–124. https://doi.org/10.
1080/00220973.1995.9943816.

Osterhouse, R. A. (1972). Desensitization and study-skills training as treatment for two types of test-anxious
students. Journal of Counseling Psychology, 19(4), 301–307. https://doi.org/10.1037/h0034177.

Pixner, S., & Kaufmann, L. (2013). Prüfungsangst, Schulleistung und Lebensqualität bei Schülern. Lernen Und
Lernstörungen, 2(2), 111–124. https://doi.org/10.1024/2235-0977/a000034.

Putwain, D. W., & Aveyard, B. (2018). Is perceived control a critical factor in understanding the negative
relationship between cognitive test anxiety and examination performance? School Psychology Quarterly,
33(1), 65–74. https://doi.org/10.1037/spq0000183.

Putwain, D. W., & Daly, A. L. (2014). Test anxiety prevalence and gender differences in a sample of English
secondary school students. Educational Studies, 40(5), 554–570. https://doi.org/10.1080/03055698.2014.
953914.

Putwain, D. W., & Pescod, M. (2018). Is reducing uncertain control the key to successful test anxiety intervention
for secondary school students? Findings from a randomized control trial. School Psychology Quarterly,
33(2), 283–292. https://doi.org/10.1037/spq0000228.

Putwain, D. W., von der Embse, N. P., Rainbird, E. C., &West, G. (2020). The Development and Validation of a
NewMultidimensional Test Anxiety Scale (MTAS). European Journal of Psychological Assessment, 38(5),
1–11. https://doi.org/10.1027/1015-5759/a000604.

R Core Team. (2015). R: A language and environment for statistical computing. R Foundation for Statistical
Computing, Vienna, Austria, URL http://www.R-project.org/.

Ramirez, G., & Beilock, S. L. (2011). Writing about testing worries boosts exam performance in the classroom.
Science, 331(6014), 211–213. https://doi.org/10.1126/science.1199427.

Sarason, I. G. (1984). Stress, anxiety, and cognitive interference: Reactions to tests. Journal of Personality and
Social Psychology, 46(4), 929–938. https://doi.org/10.1037/0022-3514.46.4.929.

Sarason, S. B., & Mandler, G. (1952). Some correlates of test anxiety. The Journal of Abnormal and Social
Psychology, 47(4), 810–817. https://doi.org/10.1037/h0060009.

Sattizahn, J. R., Moser, J. S., & Beilock, S. L. (2016). A closer look at who “chokes under pressure.”. Journal of
Applied Research in Memory and Cognition, 5(4), 470–477. https://doi.org/10.1016/j.jarmac.2016.11.004.

Schillinger, F. L., Vogel, S. E., Diedrich, J., & Grabner, R. H. (2018). Math anxiety, intelligence, and
performance in mathematics: Insights from the German adaptation of the Abbreviated Math Anxiety
Scale (AMAS-G). Learning and Individual Differences, 61, 109–119. https://doi.org/10.1016/j.lindif.2017.
11.014.

Schmidt, A. F., & Finan, C. (2018). Linear regression and the normality assumption. Journal of Clinical
Epidemiology, 98, 146–151. https://doi.org/10.1016/j.jclinepi.2017.12.006.

Schnell, K., Tibubos, A. N., Rohrmann, S., & Hodapp, V. (2013). Test and math anxiety: A validation of the
German Test Anxiety Questionnaire. Polish Psychological Bulletin, 44(2), 193–200. https://doi.org/10.2478/
ppb-2013-0022.

1905Educational Psychology Review (2021) 33:1887–1906

https://doi.org/10.1037/bul0000051
https://doi.org/10.1037/0022-0663.68.6.817
https://doi.org/10.1037/0022-0663.68.6.817
https://doi.org/10.1037/h0027164
https://doi.org/10.1037/h0030132
https://doi.org/10.1037/0022-0663.73.4.541
https://doi.org/10.1017/edp.2012.16
https://doi.org/10.1037/a0012702
https://doi.org/10.1177/0734282916641554
https://doi.org/10.1080/10615809208249525
https://doi.org/10.1080/00220973.1995.9943816
https://doi.org/10.1080/00220973.1995.9943816
https://doi.org/10.1037/h0034177
https://doi.org/10.1024/2235-0977/a000034
https://doi.org/10.1037/spq0000183
https://doi.org/10.1080/03055698.2014.953914
https://doi.org/10.1080/03055698.2014.953914
https://doi.org/10.1037/spq0000228
https://doi.org/10.1027/1015-5759/a000604
http://www.r-project.org/
https://doi.org/10.1126/science.1199427
https://doi.org/10.1037/0022-3514.46.4.929
https://doi.org/10.1037/h0060009
https://doi.org/10.1016/j.jarmac.2016.11.004
https://doi.org/10.1016/j.lindif.2017.11.014
https://doi.org/10.1016/j.lindif.2017.11.014
https://doi.org/10.1016/j.jclinepi.2017.12.006
https://doi.org/10.2478/ppb-2013-0022
https://doi.org/10.2478/ppb-2013-0022


Schwarzer, R. (1984). Worry and emotionality as separate components in test anxiety. Applied Psychology,
33(2), 205–220. https://doi.org/10.1111/j.1464-0597.1984.tb01429.x.

Seipp, B. (1991). Anxiety and academic performance: A meta-analysis of findings. Anxiety Research, 4(1), 27–
41. https://doi.org/10.1080/08917779108248762.

Steinmayr, R., Crede, J., McElvany, N., & Wirthwein, L. (2016). Subjective well-being, test anxiety, academic
achievement: Testing for reciprocal effects. Frontiers in Psychology, 6(JAN), 1–13. https://doi.org/10.3389/
fpsyg.2015.01994.

Thomas, C. L., Cassady, J. C., & Finch, W. H. (2018). Identifying severity standards on the Cognitive Test
Anxiety Scale: Cut score determination using latent class and cluster analysis. Journal of Psychoeducational
Assessment, 36(5), 492–508. https://doi.org/10.1177/0734282916686004.

Tobias, S. (1985). Test anxiety: Interference, defective skills, and cognitive capacity. Educational Psychologist,
20(3), 135–142. https://doi.org/10.1207/s15326985ep2003_3.

Vogel, S. E., Haigh, T., Sommerauer, G., Spindler, M., Brunner, C., Lyons, I. M., & Grabner, R. H. (2017).
Processing the order of symbolic numbers: A reliable and unique predictor of arithmetic fluency. Journal of
Numerical Cognition, 3(2), 288–308. https://doi.org/10.5964/jnc.v3i2.55.

Vogel, S. E., Koren, N., Falb, S., Haselwander, M., Spradley, A., Schadenbauer, P., Tanzmeister, S., & Grabner,
R. H. (2019). Automatic and intentional processing of numerical order and its relationship to arithmetic
performance. Acta Psychologica, 193(December 2018), 30–41. https://doi.org/10.1016/j.actpsy.2018.12.
001.

von der Embse, N., Jester, D., Roy, D., & Post, J. (2018). Test anxiety effects, predictors, and correlates: A 30-
year meta-analytic review. Journal of Affective Disorders, 227(November 2017), 483–493. https://doi.org/
10.1016/j.jad.2017.11.048.

Wine, J. (1971). Test anxiety and direction of attention. Psychological Bulletin, 76(2), 92–104. https://doi.org/10.
1037/h0031332.

Yerkes, R. M., & Dodson, J. D. (1908). The relation of strength of stimulus to rapidity of habit-formation.
Journal of Comparative Neurology and Psychology, 18(5), 459–482. https://doi.org/10.1002/cne.
920180503.

Zeidner, M. (1998). Test anxiety: The state of the art. In Test anxiety: The state of the art. Kluwer Academic
Publishers.

Zeidner, M. (2007). Test anxiety in educational contexts. Concepts, findings, and future directions. In Emotion in
Education (pp. 165–184). https://doi.org/10.1016/B978-012372545-5/50011-3.

Publisher’s Note Springer Nature remains neutral with regard to jurisdictional claims in published maps
and institutional affiliations.

1906 Educational Psychology Review (2021) 33:1887–1906

https://doi.org/10.1111/j.1464-0597.1984.tb01429.x
https://doi.org/10.1080/08917779108248762
https://doi.org/10.3389/fpsyg.2015.01994
https://doi.org/10.3389/fpsyg.2015.01994
https://doi.org/10.1177/0734282916686004
https://doi.org/10.1207/s15326985ep2003_3
https://doi.org/10.5964/jnc.v3i2.55
https://doi.org/10.1016/j.actpsy.2018.12.001
https://doi.org/10.1016/j.actpsy.2018.12.001
https://doi.org/10.1016/j.jad.2017.11.048
https://doi.org/10.1016/j.jad.2017.11.048
https://doi.org/10.1037/h0031332
https://doi.org/10.1037/h0031332
https://doi.org/10.1002/cne.920180503
https://doi.org/10.1002/cne.920180503
https://doi.org/10.1016/B978-012372545-5/50011-3

	Revisiting the Role of Worries in Explaining the Link Between Test Anxiety and Test Performance
	Abstract
	Introduction
	Test Anxiety and Test Performance
	Cognitive and Emotional Component of Test Anxiety
	Differentiating Between Cognitive Facets
	Usage of the Term Worry
	Does Worry Account for the Lower Test Performance?
	Curvilinear Effect of Arousal

	The Present Study
	Methods
	Participants
	Instruments
	German Test Anxiety Inventory
	Berlin Intelligence Structure Test
	Arithmetic Fluency Test
	Mathematics Test for Selection of Personnel

	Procedure
	Data Analysis

	Results
	Scale Characteristics
	Bivariate Correlations
	Multiple Linear Regressions

	Discussion
	Cognitive Facets and Test Performance
	Arousal and Test Performance
	Revisiting the Role of Worries
	Psychological Mechanisms
	Limitations and Directions for Future Research

	Conclusions
	References


