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 يزتٕط يحغیزْاي ٔ يثٓى ٔ يجٕٓل ْايجُثّ تیاٌ يظانّ، دقیق يؼزفي يظانّ، حذٔد اتؼاد، جؼزیح) يظانّ تیاٌ

  (قجحقی يُظٕر جحقیق، ْايپزطغ تّ

Problem statement (elaborating problem statement, describing theoretical and 

practical of research problem and research gap, variables definition relating to 

research question and context)  

1. Introduction 

1.1 Background  

Test-taking strategies are the methods that examinees have chosen and 

intentionally formalized, at least to some extent, to respond to questions on an exam. 

Many researchers have described this concept and divided it into five sub-categories, 

including Bachman (1990), Bachman and Palmer (1996), Oxford (1990), Cohen (1998), 

and Cohen and Upton (2006). The Cohen‘s category is explained in the following part. 

There are three types of Test-taking strategies in performance of language test 

(see Cohen, 1998, p.97): 

a) Language learner strategies: how participants operationalize the fundamental abilities 

of listening, speaking, reading and writing as well as skills necessary like vocabulary 

acquisition, grammar, and translation. When it comes to reading abilities related to 

summarizing, for instance, tactics entail being capable to identify major elements from 

minor ones and being able to rethink or paraphrase information at a greater grade of 

specificity. 

b) Test-management strategies: methods for reacting to test items and activities in a 

relevant way. As a result, techniques in a reading test can identify how participants 

come back to the question for further data, how they stringently evaluate multiple-

choice options to evaluate the most probable answer, and how they verify their selection 

with the reading material to ensure it appears suitable.  

c) Test-wiseness strategies: strategies for answering exam questions without passing via 

the normal linguistic and intellectual procedures by employing information of test forms 

and other contextual data. Utilizing procedure of eradication rather than selecting 

ignorantly (i.e., choosing an alternative without truly recognizing it but out of a vague 

feeling that the other choices are doubtful to be right) on reading exams, utilising hints 

from other objects to respond an item under evaluation, and choosing a choice since it 

would seem to contain a word or phrase from the passage—a potential important word. 

Bachman (1990) believes that various people conduct the same assignment in 

various aspects, and that even the same person could operate in a unique way across 

various situations.  
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Cohen and Upton (2006) argue that examinees employ a variety of test-taking 

strategies when taking a reading test that all can be classified into these three types: 

learner strategies, test-management and test-wiseness strategies. 

Since its origin in the early 1950s (Mandler&Sarason, 1952), the notion of test 

anxiety has indeed been prevalent in academic research and has been a significant field 

of research (Bonaccio& Reeve, 2010). "The bad emotion, stress, physical sensations, 

and psychological reactions that follow fears about failing or lack of proficiency on a 

testing or equivalent evaluating circumstance" is how test anxiety is described 

(Matthews, Zeidner, & Roberts, 2006, p. 175).  

Affectivity and anxiety are two aspects of test anxiety (Bembenutty, 2009; 

Bonaccio, Reeve & Winford, 2011; Damer&Melendres, 2011). Anxiety relates to the 

thought patterns and feelings that the learner has throughout an examination setting, 

whereas affectivity relates to the real physical reaction that happens throughout test 

anxiety (Bonaccio et al., 2011). Test anxiety might inspire somebody to perform better 

in some situations due to its physical and psychological effects (Daly, Chamberlain, & 

Spalding, 2011). In general, these anxiety elements may promote student performance 

(Bonaccio et al., 2011). They can be unpleasant and even dangerous in the hands of 

those who are unable to conquer their test anxiety (Damer&Melendres, 2011). 

 

Goal orientation is a concept that Dweck and Leggett presented in their 

interpersonal behavioral concept of motivation (1988). This idea stated that person 's 

goal orientation and psychosocial reactions in educational situations are linked. The 

objectives that individuals pursue, according to them, would determine the paradigm 

within which they evaluate and react to occurrences. Researchers defined two sorts of 

objectives: education objectives, in which people concentrate on expanding their 

proficiency or learning anything new, and performance objectives, in which persons 

concentrate on obtaining favorable assessments of their abilities while preventing bad 

assessments (Dweck & Leggett, 1988).  

Other studies have used terms such as proficiency versus performance goals 

(Ames & Archer, 1988), task-involvement versus ego-involvement goals (Maehr& 

Nicholls, 1980, as referenced in Ames, 1992), and fundamental versus extrinsic 

objectives to describe goal orientation (Pintrich et al., 1991). Each classification of 

objectives varies principally in regards of whether education is regarded as an end in 

itself or as a means to an objective other than the job, like receiving interpersonal 
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acceptance, exhibiting skills, or preventing bad assessments from others, see 

Blumenfeld, and Hoyle (1988).  

According to Ames (1992), learners who have a competence goal orientation 

concentrate on the fundamental benefit of education. People with this purpose, focused 

on learning new abilities, enhancing their competency, or achieving a feeling of 

proficiency based on self-referenced criteria. Ames believed that putting out energy is 

the key to achievement.  

In addition, education is viewed just as a way of achieving a particular outcome. 

Skill is seen as a crucial factor in achievement for these individuals. As a result, putting 

forth a lot of attempt is seen as a sign of inability. When individuals are unsure of their 

competence, they attempt to hide it or, in some cases, generate failure-avoidance 

techniques rather than exerting extra energy. Pretending to not care, pretending as 

though they do not truly try, or readily yielding are some of these techniques (Pintrich& 

Schunk, 1996).  

A proficiency goal orientation, according to the two studies of Dweck (1986) 

and Dweck and Leggett (1988), produce flexible patterns of conduct like challenge 

searching, openness to attempt new problem-solving solutions, and enhanced energy 

and perseverance when confronted with a task. In this regard, personal variations or 

external signals like classroom environment and instructor engagement, according to 

Ames (1992), influence orientation toward an accomplishment objective.  

 

1.2 The statement of the problem  

The test-taking research has delved into a variety of subjects connected to the 

validity of language evaluation techniques till now, with the premise underpinning the 

most research findings being that the exam is a reliable assessment of the construct 

(Cohen, 2012b). As a result, test-taking strategies may give justification for a that, as 

per Bachman (1990), integrates the empirical basis for authenticity, with build 

legitimacy serving as a cohesive idea.  

Trait anxiety is linked to an individual 's character and has been demonstrated to 

be consistent throughout an individual 's life (Schmukel&Egloff, 2004). State worry, on 

the other hand, varies widely from context to context (Schmukel&Egloff, 2004) and is 

described as the real feeling of anxiousness in a given circumstance (Bertrams, Englert, 

&Dickhäuser, 2010). Previous study has discovered that, despite the fact that it appears 

to be a Trait anxiety degree should anticipate state stress rates in a difficult 

Comment [M1]: test 
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environment, however this is not usually the case. Self-control appears to be a regulator 

among the two forms of stress, according to several research (Bertrams et al., 2010).  

In spite of the important role of these strategies and detrimental effect of anxiety 

on test results and student outcomes, it seems that no study has been conducted to 

investigate the three variables of test-taking strategies, test anxiety, and goal 

orientations within a single framework. The present study thus will fill the gap in the 

literature concerning these three variables.  

 

1.3 The significance of the study 

People vary continuously in their test-performance strategies and approaches. As 

a result, there has been an increasing focus in the necessity of learning more about the 

strategies utilized by responders during the test-taking procedure. By reflecting on what 

the exam intends to evaluate and how the exam takers truly take exams, analyzing test-

taking strategies might provide informative knowledge. For instance, if a guessing 

method is utilised on inferential objects, the authenticity of the object is undermined 

since there is an imbalance between motivations of the exam producers and the exam 

moochers (Cohen, 1984, as cited in Salehi, 2011).  

Moreover, many theories have been created to describe what constitutes test 

anxiety in order to comprehend why some learners have significant degrees of test 

anxiety either prior to and throughout an examination setting (Acka, 2011). Despite the 

fact that there are several types of test anxiety caused by various causes, there are a few 

key elements that have occurred in the study (Damer&Melendres, 2011). There are two 

types of stress: trait anxiety and state anxiety (Schmukel&Egloff, 2004).  

In spite of the importance of these variables, it seems the studies that investigate 

test-taking strategies, test anxiety, and goal orientations are scarce in number. The 

present study, thus is an attempt to fill this gap within a single framework.  
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 خارج ٔ داخم در آيذِ دطث تّ َحایج ٔ يٕضٕع درتارِ ػذِ اَجاو جحقیقات طاتقّ يخحصز تیاٌ) يزتٕط طٕاتق

 (جحقیق يٕضٕع درتارِ يٕجٕد ػهًي َظزْاي كؼٕر اس

Background (A brief literature review about the subjects and results scientifically 

obtained in various places regarding research content 

 

Test-taking strategies are defined as ―individual‘s ability to improve test results by 

utilizing test features, forms, and test-taking scenarios‖ (Millman et al., 1965, cited in Ritter & 

Idol-Maestas, 1986, p. 50). Language test-taking strategies, claimed by Cohen (2000), included 

both language usage as well as test-wiseness strategies. They are test-taking processes that test-

takers have chosen and are aware of to some extent (Cohen & Upton, 2006).   

initiated -taking strategies into four categories: reader-(1996) categorized testet al. Jimenez 

 .strategiess, and interaction strategie, bilingual strategiesinitiated -, textstrategies 

Some researchers have considered test-taking strategies in relation to other 

constructs. Cohen (1984), for instance, investigated language test takers' reported 

approaches and responses to various topics and exam kinds. Learners of various skill 

degrees acknowledged utilizing various tactics, according to the verbal self-report 

information. Aside from these disparities in cognitive processes, pupils' responses to 

various examinations varied. His report's key finding was that there should be a better 

match among how exam creators want for their exams to be completed and how 

respondants complete them.  

Storey (1997) tried to determine whether a procedure assessment may offer 

information in to efficacy of a cloze exam in another research. The results of the 

methods used by participants in a cloze exam were disclosed in the research. Examinees 

who reported on the grounds for choosing objects to fill gaps in a cloze text and the 

tactics they used to do so were given think aloud procedures. This introspection 

verification approach showed the test-taking behavior of cloze task participants and 

offers a theoretical frame on the perplexing issue of what "cloze" really assesses.  

A verification research was also undertaken by Kashkouli, Barati, and Nejad 

Ansari (2015) to explore the impact of test-taking tactics on adult EFL students' reading 

test scores. It was discovered that test-taking methods had a substantial impact on all 

categories of individuals' reading abilities test scores, and that low-proficiency test 

takers utilized test-wiseness tactics considerably more often than other attendees. Cohen 
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and Upton (2006) examined the strategies utilized to reply to traditional single-selection 

multiple-choice test as well as the multiple- selection test from the LanguEdge Courseware 

materials. The results revealed that the respondants used a variety of test-taking strategies 

and the majority of them were test-management strategies.  

Last but not least, Salehi (2011) investigated test-taking strategies to check if the 

kind of approach and the question kind in reading proficiency chapters were in 

agreement. The majority of the time, the correct tactics were employed with the correct 

item categories. "The more commonly the relevant methods were utilized on the right 

elements of varieties, the more accurate conclusions were," he concluded, referring to 

the authenticity problem (p. 857).  

Over the last few decades, study techniques investigation has piqued the interest 

of a number of language academics and scholars. Language teaching techniques are 

defined as ―particular acts made by the student to make education simpler, quicker, 

more pleasurable, more self-directed, and more adaptable to different settings,‖ 

according to a consensus (Oxford, 1990, p. 8).  

Scholars have attempted to classify language teaching methods into distinct 

groupings in order to truly comprehend and analyze them. Rubin (1981, 1987), for 

instance, characterized methods as those that contribute to language acquisition 

efficiency either explicitly (e.g., inductive interpreting, exercise, and memory) or 

implicitly (e.g., inductive interpreting, exercise, and memory) (e.g., creating practice 

opportunities and using production tricks).  

Oxford (1990) developed a language teaching method approach based on past 

study on efficient language teaching in particular. Memory methods, cognitive methods, 

compensatory methods, meta – cognitive techniques, emotional methods, and 

socializing techniques are the six divisions which the methods are classified. Memory 

methods deal with preserving and retrieving data (for example, ‗I employ newly learned 

vocabulary in sentences to help me memorize them.‘) Cognitive techniques are 

―together by a common element: the learner‘s modification or conversion of the original 

language‖ (for example, ―I employ English vocabulary I learned in various ways‖) 

(Oxford, 1990, p. 43).  

Compensation techniques ―allow trainees to choose the foreign vocabulary for 

compensation or reproduction despite understanding gaps‖ (e.g., ―I generate 

assumptions to grasp entirely new English vocabulary‖) (Oxford, 1990, p. 47). 

Educators can use meta – cognitive methods to ―manage their individual intellect‖ (e.g., 

―I seek people to speak in English‖) (Oxford, 1990, p. 135). Affective methods deal 
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with regulating perceptions and opinions (e.g., ‗I stay calm anytime I‘m nervous over 

communication in English,‘ and social methods deal with the reality that language is a 

kind of social interaction that involves communicating with someone (e.g., ‗I study 

English with several other learners‘).  

Many research has indicated that highly educated people, as defined by grade 

levels in specific fields, academic performances, or standardized testing scores, are 

more likely to be using efficient study methods than weak educators, using multiple 

categorization methods (Bremmer, 1999; Kitsantas, 2002; Oxford & Ehrman, 1995; 

Oxford & Nyikos, 1989; Pintrich & Schunk, 2002; Sundre & Kitsantas, 2004; VanZile-

Tamsen & Livingston, 1999).  

Many studies have approved that highly proficient learners are using more 

efficient strategies in comparison with low proficient learners (Bremmer, 1999; 

Kitsantas, 2002; Oxford & Ehrman, 1995; Oxford & Nyikos, 1989; Pintrich & Schunk, 

2002; Sundre & Kitsantas, 2004; VanZile-Tamsen & Livingston, 1999).  

 

Learning techniques aid students in acquiring language skills in settings where 

they are studying a new language. As stated above, language competence or inversely. 

Throughout evaluations or in social circumstances where language is used, method use 

has been tied to recurring memory recall in conjunction with short-term memory in 

order to reconstruct required declarative (knowing what), procedural (knowing how), 

and circumstantial (knowing when) awareness from long-term memory in order to 

manage task struggles (Gagne et al., 1993).  

When scholars are aiming to demonstrate variance in a particular language 

standardized tests, they need to examine the methods utilized throughout the exam since 

these are clearly relevant to test result variability.   

Phakiti (2003) utilized both numerical and qualitative information studies in 

order to investigate the connection between the test-takers' utilization of conceptual and 

metacognitive strategies and their success on EFL reading tests. A cognitive–

metacognitive questionnaiers together with a retrospective questionnaire were given to 

384 learners who were registered in a basic English class at a Thai college. The findings 

revealed that the use of cognitive and metacognitive strategies had positive relationship 

with the achievement on the reading test. and more effective test-reported considerably 

higher metacognitive approach use than less effective exam. 

Chinese first-year undergraduates were chosen for the study by Xiao (2006). 

According to the findings, of the investigator Memory methods were the most 
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commonly employed while the learners were coping with practical things, whereas 

understanding techniques were the most often utilized when the learners were working 

with topic objects and conversation topics. The other two discoveries were as follows: 

(1) the usage of techniques was influenced by the complexity of the course, and (2) 

talented learners made greater use of metacognitive techniques than their less proficient 

colleagues.  

Zhang (2007) conducted a research on the impact of device delivery on reading 

exam achievement and test-taking approach utilize via survey questions and 

discussions. He discovered that the most commonly observed tactic utilised by 181 

second-year Chinese college learners when taking paper-based reading ability to 

comprehend exams was highlighting and identifying.  

Another research is Purpura's (1997) study on the connections among 

examinees' published intellectual and metacognitive policy use and designs of 

efficiency on language exams.  Purpura discovered that the utilization of metacognitive 

tactic had a markedly favorable and instruct influence on cognitive approach usages but 

had no markedly direct effect on SL test scores.  

Alternately, examinees' overall performance on the exam was negatively 

correlated with the number of memory techniques they called upon during a timed test; 

conversely, their performance was positively correlated with the number of memory 

approaches they called upon during the test. (Chamot, et al., 1988; Wesche, 1987). 

 

2.2. Test Anxiety 

In spite of the fact that overall nervousness is one of the most popular 

psychological wellness difficulties in the United States (Barlow, 2002), test nervousness 

is a more particular form of anxiousness in which an individual experiences feelings of 

being concerned and unfavourably provoked when he or she is becoming assessed in a 

structured setting (Weiner & Carton, 2011). As a consequence of the enhanced use of 

formal assessments for high-stakes choices (Cohen, Ben-Zur, & Rosenfield 2008), test 

nervousness may be prevalent in many learners at all levels of education, from 

elementary school to post - secondary college. 

 This nervousness can range from mild to severe (Peleg, 2009). There are a 

variety of differing assessments for the frequency of exam stress, with percentages 

ranging from 10 percent to 30 percent between learners in high school and college 

settings (Damer & Melendres, 2011; Peleg, 2009; Weiner & Carton, 2011). According 

to the findings of Damer and Menlendres, 29.1 percent of undergraduate college 
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students acknowledged being extremely pressured by the requirements of their schools, 

and the researchers speculate that this growing stress on learners may have an effect on 

test stress. Learners who have cognitive difficulties are substantially more probable to 

suffer greater degrees of exam stress than learners who do not have a cognitive 

disabilities, according to the findings of a recent meta-analysis carried out by Nelson 

and Harwood (2010). A number of research papers have found a correlation among 

levels of test stress and demographic characteristics such as age, sexual identity, 

ethnicity, and socioeconomic status (Putwain, Woods & Symes, 2010).  

For instance, a research carried out by Putwain (2007) discovered that the 

interplay of age, sexual identity, ethnicity, and socio-economic status recorded for nine 

percent of the variation in exam stress. [Citation needed] According to the findings of a 

number of research (such as Putwain, 2008 and Sena, Lowe, and Lee, 2007), females 

report having higher levels of test anxiety than males do. In addition, research has 

shown that learners who come from backgrounds with lower socioeconomic status 

report higher levels of test anxiety than learners who come from backgrounds with 

better socioeconomic status (Putwain, 2008). 

 There has been a lot of study done on the effects of exam stress, and some of 

that study has revealed that greater levels of exam nervousness could result to decreased 

achievement, while other study has revealed no links between the two (Cohen et al., 

2008). When it takes on a more controllable level, exam stress can actually serve as a 

motivator, leading to improved productivity in the event that it is present (Daly et al., 

2011). Even so, Bonaccio and coworkers (2011) discovered that high degrees of exam 

stress may have an adverse effect on achievement. This was the conclusion reached by 

the researchers. Even so, when an individual observed severe stages of test anxiousness, 

their achievement on an intellectual assay was lower likened to when they did not 

evaluate severe levels of stress. This was discovered in their research on the forecasting 

legitimacy of exam stress. It has been demonstrated that high degrees of exam stress 

have a detrimental effect on efficiency in professional contexts (e.g., Ackerman & 

Heggestad, 1997, Bonaccio & Reeve 2010).  

Stress about tests can also have an adverse impact on intellectual performance. 

In a manner parallel to the study that was conducted on productivity, several research 

have indicated that elevated doses of exam stress can lead in worse grade point 

percentages in schools (e.g., Chapell et al., 2005). For instance, Bembenutty (2009) 

discovered that university learners who revealed high stages of exam anxiousness had 
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lower ratings in their courses likened to learners who revealed low stages of exam 

anxiousness. This was the case across all of the learners in the study.  

According to the findings of a study that was conducted by Wachelka and Katz 

(1999), approximately twenty percent of learners who suffer from exam stress end up 

dropping out of school as a direct effect of their difficulties in the classroom. In addition 

to its effects on educational performance, research has shown that test apprehension has 

a bad relationship not just with self-esteem (for example, Peleg, 2009; Thomas & 

Gadbois, 2007), but also with psychological and physical wellness (Damer & Melendres 

2011). For instance, Damer and Melendres found a correlation between exam stress and 

sentiments of discouragement and sadness.  

Researchers have found a correlation between high rates of exam stress and a 

lowered defensive mechanism, which can lead to illness (Borella et. al., 1999). In 

addition, increased amounts of exam stress have been linked to rises in blood pressure, 

which can have long-term and potentially harmful effects on one's wellness (Conley & 

Lehman, 2011). A history of having difficulty acquiring new material has also been 

related to test anxiety (e.g., Peleg, 2009; Sena et al., 2007).  

For instance, Peleg (2009) discovered that the percentages of exam stress 

between learners who had a history of studying difficulties were substantially greater in 

comparison to the percentages of exam stress between learners who did not have a 

background of intellectual disorders. Students with educational handicaps are more 

probable to have adverse evaluation perspectives, like failing grade levels, than 

classmates without a history of discovering problems, according to the findings of Sena 

and coworkers. This may explain why learners with education disorders encounter 

greater exam anxiety than students without a history of discovering troubles.  

One of the most significant challenges that many children who have educational 

difficulties must contend with is exam stress (Cohen et. al., 2004). It is possible that the 

effects of exam stress are going to be more significant for children who have learning 

difficulties (e.g., Holzer, Madaus, Bray, & Kehle, 2009). For instance, the study 

suggests that learners with learning handicaps are less probable to use test-taking 

techniques than their colleagues without learning disorders, and are therefore regarded 

to be less test-wise (Holzer, Madaus, Bray, & Kehle, 2009). One instance of a test-

taking strategy is reading the questions first in order to know what to look for when 

reading the answers. The presence of exam stress in children with learning disorders has 

been associated to educational achievement problems, as well as increased behavioral 
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issues and unfavorable sentiments about school, in comparison to learners who do not 

have an established learning disorder (Peleg, 2009). 

Learners with gaining knowledge difficulties are more probable than learners 

without learning difficulties to describe experiencing more anxiety, anxiousness, 

irritation, powerlessness, and confusion about timed assessments (Holzer et al., 2009). 

According to studies on exam stress in the general school community, reducing exam 

stress alone does not increase learners' exam results (Damer & elendres, 2010). One 

explanation for some learners' exam anxiousness, according to Damer and Melendres, is 

a lack of studying abilities and techniques for learning the subject properly.  

Ergene (2003) discovered in a meta-analysis that the therapies with the highest 

impact rates for learners contain elements that address both exam stress (psychosocial or 

intellectual) and specialized study methods (such as study skills or test-taking 

strategies). Behavioral and cognitive treatments to reducing exam stress individually 

had significant and medium impact values, as per this meta-analysis. A smaller impact 

width was identified when a treatment focused solely on abilities (e.g., learning abilities 

or test-taking tactics). When the methods were blended, though, large impact values 

were discovered. A substantial impact size was identified for a mixture of cognitive 

treatment and technical training. A mixture of mental treatment and abilities 

development was found to provide the biggest impact values. Notably, when all three 

(psychosocial, intellectual, and abilities development) were combined, the impact 

magnitude was smaller than when cognitive treatment and abilities skills development 

were used separately. The meta-analysis looked at the kind the treatment method as well 

as the treatment method.  

Ergene made the following five suggestions for an effective treatment: (a) offer 

research and test-taking abilities; (b) allow respondents to observe another participant 

having to take an exam; (c) instruct attendees how to self-monitor and self-control 

techniques; (d) work on paying interest to the assignment at hand and not being 

disturbed by unimportant variables; and (e) instruct calming techniques. 

2.3 Goal Orientations 

Many academics have claimed that competence and productivity objectives are 

mutually exclusive rather than diametrically opposed (Ablard & Lipschultz, 1998; 

Hagen & Weinstein, 1995; Livengood, 1992; Pintrich, 2000). As a result, a learner may 

have both proficiency and achievement objectives at the same time. According to 

studies, expertise goal orientation is favorably connected to competence on an 
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educational assignment, while performing goal orientation is adversely linked (Phillips 

& Gully, 1997).  

Identification of a proficiency (acquisition) objective has been linked to the 

employment of more efficient instructional methods, endurance, and energy (Ames & 

Archer, 1988; Meece et al., 1988). (Elliot et al., 1999). Acquisition of a specific goal, on 

the other side, has been linked to the employment of top tactics like reciting (Meece et 

al., 1988). As a consequence, when students have a performance goal, they are more 

likely to forget what they learned after the assessment is completed. This disease will 

almost probably have a long-term impact on their ability to study. Several studies have 

been conducted on the links among two forms of goal orientation and the other qualities 

described above.  

The relationship among accomplishment, goal orientation, and self-regulated 

education was investigated by Ablard and Lipschultz (1998). Participants consisted of 

222 high-achieving]1h students. Only when performance objectives were combined 

with achievement motivation did the scientists find a link between self-regulated 

acquisition and productivity objectives. Self-regulated acquisition was found to be 

linked to mastery goal attitude and sexuality. In addition, girls indicated using more 

self-regulated studying practices. 

Albaili (1998) used a survey to study the links between goal orientations, intellectual 

technique utilization, and educational accomplishment. A total of 234 undergraduate 

individuals from the United Arab Emirates made up the group. Students with high 

results on the studying goal orientation magnitude were more probable to use 

clarification and organization techniques, whereas learners with high results on the 

achievement goal orientation magnitude were more probable to utilise rehearsal 

techniques and less probable to utilise clarification and organization techniques, 

according to the findings.  

Furthermore, learners with a high (grade point average) GPA scored lower on 

the achievement goal orientation and rehearsal technique utilization measures than 

learners with a medium or small GPA. Nevertheless, there were no substantial 

variations in studying goal orientation between these three GPA groups.  

In actual educational situations, Ames and Archer (1988) investigated the link 

among proficiency and achievement goals, as well as motivating mechanisms. Their 

sample consisted of 8-11th graders who excelled academically and came from a variety 

of topic areas, like English, math, science, and social subjects. These learners were 
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requested to fill out a survey about their views of the class goal orientation, instructional 

tactics used, assignment selections, mindsets, and consequent inferences.  

Learners who prioritized proficiency objectives in the classroom indicated 

utilizing more efficient tactics, preferring difficult activities, having a favorable 

approach about classroom, and believing in their own work as a factor of achievement, 

according to the findings. Participants highlighting achievement goals, on the other side, 

focused mainly on their skill, had negative self-evaluation, and blamed their failing on a 

shortage of skill.  

Archer and Schevak (1998) investigated the impact of views of an individual's 

inspirational environment on 354 first-year Australian learners using both a survey and 

an interviewing approach. Learners indicated using more efficient studying methods, 

having a flexible strategy to the material, and being more eager to face challenging 

assignments if they believed their instructor boosted proficiency goals in classroom. 

Furthermore, learners' estimated capability and their views of the achievement 

environment in the class had a substantial association.  

In a study of 262 college participants, Eppler and Harju (1997) looked at the 

association among goal attitude and educational performance. Studying goal orientation 

was found to have a favorable link with educational accomplishment in the study. 

Furthermore, learners who focused on learning goals had less acquired helplessness and 

higher accomplishment, while learners who focused on performing goals had more 

acquired helplessness but no influence on success.  

Utilizing survey, Livengood (1992) explored intellectual procedures that 

determine college education achievement. The participants were undergraduate 

instruction majors. The findings revealed that learners' attitudes about attempt and 

capability, as well as motivational objectives, were linked to types of educational 

involvement and happiness degrees. Learners who believed that effort devalued 

capacity were more likely to focus on achievement goals, while learners who believed 

that work increased capacity were more likely to focus on education goals. Moreover, 

learners who lacked belief in their abilities were less likely to participate in learning-

oriented activities, while those who were comfortable were more likely to do so. 

Furthermore, those who participated in more educational activities had a considerably 

greater GPA than those who participated in less activities.  

Meece and her coworkers (1988) looked at how goal attitude affects learners' 

intellectual participation in science tasks. A total of 275  5th graders from 10 classrooms 

were used in the study. Learners who focused on a task-mastery goal indicated higher 
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effective cognitive involvement, according to the results. Learners who focused on 

seeking interpersonal respect or skipping work, on the other hand, showed less 

intellectual involvement. Concentrating, organizing, linking, evaluating, help-seeking, 

and effort-avoidant techniques were all used in this study as psychological and 

metacognitive methods suggestive of self-regulated acquisition.  

Pintrich (2000) looked at the impact of numerous goals, including competence 

and method achievement objectives, on encouragement, emotion, method utilization, 

and achievement. Math students in 8th and 9th grades were used as an example. He 

discovered that proficiency objectives were adaptable, while technique competence 

objectives were adaptable when paired with proficiency objectives. Schraw, Horn, 

Thorndike-Christ, and Bruning (1995) employed a survey to see if goal approaches have 

an impact on performance, method utilization, and metacognition. A total of 448 

undergraduate participants were included in the study. The study discovered that those 

who ranked high on the acquisition objective measure had students‘ educational 

accomplishment, utilised more acquisition methods such as integration, structure, and 

memory, and had more metacognitive understanding than those who scored low. 

 The study backs up the idea that having a powerful education goal helps kids 

acquire the intellectual skills needed for educational success, regardless of the level of 

strategic goal they have. With the help of 79 5th graders, Seifert (1995) investigated the 

connection among feelings and goal orientation. He discovered that competence goal 

orientation was more closely connected to competency assessment than achievement 

goal orientation. Bad feelings were also found to be adversely linked to competence 

goal orientation. The impact of goals on educational practices and results has been 

studied extensively. Education objectives, achievement objectives, and prevention goals 

were shown to be linked to a variety of psychological factors that affect acquisition 

activities in these research (Barker, McInerney, & Dowson, 2002; Elliot & Church, 

1997).  

Another team of scientists looked into how university learners set their success 

goals and how that affected their internal encouragement and assessed achievement 

(Harackiewicz et al. 1997). Education goals are generally reported to be good factors of 

education effectiveness in the majority of these research (e.g., Elliot & Church; 1997; 

Elliot, McGregor & Gable, 1999; Harackiewicz et al., 2002). 
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 طٕانٓا یا ْا فزضیّ

Research hypothesis and questions 

RQ1.Is there any significant relationship between Iraqi EFL learners‘test-taking 

strategies and their test anxiety? 

RQ2. Is there any significant relationship between Iraqi EFL learners‘test-taking 

strategies and their goal orientations? 

RQ3. Is there any significant relationship between Iraqi EFL learners‘test anxiety and 

their goal orientations? 

3.1. Is there any significant relationship between Iraqi EFL learners‘test anxiety and 

?entationmastery goal oritheir  

3.2. Is there any significant relationship between Iraqi EFL learners‘test anxiety and 

?performance goal orientationtheir  

3.3. Is there any significant relationship between Iraqi EFL learners‘test anxiety and 

?avoidance goal orientationstheir  

 

  (جحقیق اَجاو خاؽ ْاي ضزٔرت ٔ ػهًي،كارتزدي اْذاف ػايم) جحقیق اْذاف

Aim of studies (scientific and practical objectives  and explain the necessity of 

research)   

In spite of the important role of these strategies and detrimental effect of anxiety 

on test results and student outcomes, it seems that no study has been conducted to 

investigate the three variables of test-taking strategies, test anxiety, and goal 

orientations within a single framework. The present study thus will fill the gap in the 

literature concerning these three variables. Particularly, the present study will explore 

the relationship between Iraqi EFL learners‘test-taking strategies and their test anxiety, 

relationship between Iraqi EFL learners‘test-taking strategies and their goal orientations, 

and relationship between Iraqi EFL learners‘test anxiety and their goal orientations. 
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 (اػى اس يٕطظات آيٕسػی، اجزائی ٔ غیزِدر صٕرت داػحٍ ْذف کارتزدی تیاٌ َاو تٓزِ ٔراٌ )

If the research has practical use, please mention which industry, organization etc. 

will benefit from it?  

 (ایٍ قظًث جٕطط اطحاد راًُْا جکًیم ػٕد) جحقیق در َٕآٔري ٔ تٕدٌ جذیذ جُثة

Innovation aspect of research   

Since the dynamic interplay among Iraqi EFL learners‘ test taking strategies, test anxiety 

and goal orientations have not been investigated all in one study so far, the current study has the 

necessary innovation.  

 

 

 

 

 اهضاء استاز ضاٌّوا  
 

 

  Methodology of research   جحقیق ػُاطی رٔع ٔ کار رٔع

  Research method type  (Research) َٕع رٔع جحقیق  -انف

ای ٍ غیطُ( هیساًي، کتاتراًِ ّا ) ضٍضْای گطزآٍضی زازُ  -ب   data collection procedure  (fields, laboratory , 

library)  

This study is a correlational research with a quantitative design in which the data will be 

gathered via survey-based method. To do so, the three questionnaires will be given to all the 

participants. First, the researcher will explain the purpose of the study briefly. After that, the 

scales will be distributed among them. They will need about 20 minutes to fill them.  The 

participants will be 150 Iraqi learners with the age range of 20 to 30 years, who learn 

English at university in Iraq. They will be both male and female. They will have 

different linguistic backgrounds and experiences in learning English. Their proficiency 

level will be intermediate to high intermediate. 

 

 ججٓیشات تزداري، ًََّٕ جذٔل، فیغ، آسيٌٕ، يؼاْذِ يصاحثّ، پزطؼُايّ،ْا ) اتشار گزدآٔری دادِ  – پ

 Data collection (غیزِ ٔ اي يإْارِ ٔ كايپیٕجزي ْاي ػثكّ ٔ اطلاػاجي ْاي تاَك ٔ آسيایؼگاْي

instruments ( Questionnaire, interview, observation, testing, sampling, tables, the 

laboratory equipment and data information sources) 
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The following instruments are employed by the researcher to gather the necessary data: 

Test-Taking Strategies Questionnaire 

Test-Taking Strategies Questionnaire, developed by Cohen and Upton (2007), 

will be used to measure students‘ test-taking strategies among the participants. The 

scale includes 59 items with a 5-point Likert scale with 0 for never, 1 for rarely, 2 for 

sometimes, 3 for frequently and 4 for always. Among the items, 6 are related to the 

comprehension of a passage, 11 statements for particular information, 28 related to 

management, and 3 of them are for test-wise-ness strategies. The reliability of this scale 

has been found to be α=.912. 

 

Test Anxiety Inventory (TAI) 

In order to measure the participants‘ level of test anxiety, TAI developed by 

Spielberger (1980) will be used. It is a self-report scale consisting of of 20 items that 

should be answered on a four-point rating-scale format from 1 (almost never) to 4 

(almost always). Thus, the minimum and maximum points students will get, will vary 

from 20 and 100. In the present study, a total Test Anxiety score will be used which 

higher scores on the scale show higher levels of test anxiety. The reliability of the TAI 

was found to be .80. 

Achievement Goal Orientation Inventory (AGOI) 

Students' goal orientations will be measured by Achievement Goal Orientation 

Inventory designed by Midgley, Kaplan, Middleton, Maehr, Urdan, Anderman, 

Anderman, and Roeser (1998). The inventory comprises three subscales, 6 items for 

each goal orientation and a total of 18 items, and allows responses ranging from 1 (not 

at all true of me) to 7 (very true of me).  

  اطلاػات، جايؼّ آياري يٕرد يطانؼّرٔع ججشیّ ٔ جحهیم  -ج

Data analysis method and statistical population  

 To analyze data, SPSS (Statistical package for the Social Sciences) software will 

be used, to find the relation among EFL learners‘ test taking strategies, test anxiety and 

goal orientations, Pearson Product Moment Correlations will be run.  
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 تؼٌَاى آزضس اصلي تصَضت ظیط شکط ًواین:
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