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Abstract—The aim of this paper is to give a review of the studies which have been conducted on the role of the 

frequent administrations of tests. This includes studies on the effect of testing frequency on students' scores, 

anxiety, motivation, preparation, class participation, long-term retention of the materials, and the effect of the 

feedback which is given based on students' performance on these frequent tests. It also gives a brief summary 

of different types of test-anxious students and models of test anxiety. 
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I.  INTRODUCTION 

One of the essential parts of every curriculum is evaluation. It helps us make sure whether our objectives have been 

fulfilled or not. One type of evaluation is to measure students' learning through paper and pencil tests. According to 

Bachman (1990), "a test is a measurement instrument designed to elicit a specific sample of an individual's behavior" (p. 

20).In some educational contexts, teachers test their students so frequently that it becomes a weekly activity, whereas in 

other contexts tests may only be used at the end of the school year. Research has shown that frequent administrations of 

tests like weekly tests lead to better scores on the final exam. (e.g., Butler & Roediger, 2007; Deck 1998; Shirvani, 

2009). Research has also indicated that frequent test administrations make students more motivated to study for their 

courses (e.g., Duckworth & Kenneth, 1986; Brookhart & DeVoge, 1999). 

Frequent administrations of tests seem to be closely related to the notion of spaced or distributed practice method of 

memorization or what Dempster (1988) refers to as the 'spacing effect'. According to this notion taking different tests 

which include only a particular part of knowledge and are administered with a specific time interval compared with 

cases when a test includes different aspects of knowledge at a time can lead to a better learning. 
In this respect, studies have shown that through frequent tests, students would be encouraged to keep up their study 

(Weimer, 2003). These results have further shown that frequent test administrations improve both grades and 

motivation. 

In addition, Bangert-Drowns et al. (1991) in their meta-analysis of frequent administrations of tests showed that most 

of the studies on the effect of frequent testing report a positive effect of testing on achievement. While most of the 

studies show a positive effect on achievement, the effect size for this meta-analysis is not considerable. 

Studies show that frequent administrations of tests can bring several advantages to the students. Dustin (1971) 

concluded that anxiety decreases through the administrations of frequent tests. A study by Clump, Bauer, & Alex (2003) 

showed that testing frequency increases students' class attendance. In addition frequent testing can provide students, 

teachers, parents, and schools with beneficial feedback on students' performance (Bangert-Drowns et al., 1991). On the 

other hand, there are other researchers such as Marshall (2007) who believe that taking too many tests does not lead to 
valuable learning because teachers put all of their efforts teaching the information which is needed for passing the test 

and students study those parts which are important for those tests. So, more studies are needed to investigate the role of 

frequent administrations of tests. 

Moreover, frequent administrations of tests can influence the motivation of students both directly and indirectly: A 

direct effect is through increasing student's anxiety. Based on 'interference model' students do poorly on tests because 

they cannot avoid the irrelevant thoughts that is going on in their mind during taking a test (Zeidner, 1998).This anxiety 

can be a stable trait of that individual or something that only occurs as a result of a specific situation (Brown, 2007).An 

indirect effect can be through their effects on teachers and curricula (Harlen & Crick, 2002). 

Zeidner (1998) in his book, test anxiety, mentions five types of test -anxious students: 

A) Examinees with deficient study and test-taking skills: students' poor performance results from lack of adequate 

acquisition (encoding), organization/rehearsal (study skills), and retrieval/application during a test. These students are 

likely to do poorly in both evaluative and non-evaluative situations, because they do not organize the material well in 
the first stage (Paulman & Kennely, 1984). Examinees experience anxiety blockage and retrieval problems. This 

includes students who have adequate study skills, but suffer from anxiety blockage and cannot retrieve information well 

during an exam (Benjamin et.al., 1981). These students cannot control the stress and pressure of an evaluative situation. 

B) Failure accepting examinees: failure acceptors are those who have poor study skills and low academic ability. 

Because of the large number of repeated failures in the pats, they accept low ability as the first explanation for their 

failures. These students do not struggle to keep their worth through ability and because of frequent failures, they are 
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sure of their incompetency (Covington, 1992). Failure acceptors neither become that much proud, when they succeed 

nor that much shameful, when they fail. 

C) Failure-avoiding examinees: these students need success in order to establish a sense of self-worth by ignoring the 

probability of failure (Covington, 1992). These students think that, they should study very hard for an exam, because it 

increases the prospect of success. But this amount of study can be a danger for them, because the more they study, they 

see it as inadequate and this can create anxiety for them. This anxiety is because of this fact that students are scared of 

being evaluated as incompetent by others and this hurts the self-worth that they have provided for themselves. 

D) Self-handicappers: self-handicapping strategies in an exam situation are defined as creating obstacles to 

performance, so that the student has an excuse for the potential failure or other negative consequences. So, test-anxiety 

might be used as an explanation for failure. When these students fail, they exaggerate the role of anxiety and 

deemphasize the role of effort and ability (Smith et.al, 1982). 
E) Perfectionistic overstrivers: these students have high academic standards, exaggerated expectations, and doubt 

about the quality of academic performance (Blatt, 1995 & Covington, 1992). According to Blatt (1995), two groups of 

perfectionists exist: 'adaptive' and 'nonadaptive' perfectionists. Adaptive perfectionists' hard efforts, gives them pleasure 

and when they succeed, a feeling of satisfaction arises in them. However, maladaptive perfectionists experience a 

feeling of fear that arises from not meeting the self-imposed or externally-imposed standards and forces them to self-

defeating overstriving. For these students no effort is ever sufficient. Anything other than a perfect score is considered 

as complete failure and results in severe upset and self-criticism (Oliver, 1975). Hewitt and Flett (1991) also proposed 

two types of perfectionists: self-related perfectionists are characterized by high self-imposed unrealistic standards and 

they cannot accept flaws or failure. The second type is socially prescribed perfectionists which are characterized by the 

belief that they should fulfill others' expectations which are exaggerated, unrealistic, and difficult to meet. These 

expectations are externally imposed, uncontrollable, and lead to feelings of failure, anxiety, and hopelessness. 
Zeidner (1988) also mentions different models of test anxiety which I briefly discuss them here: 

Deficit models: these models explain test anxiety in terms of the lack of enough skills or attention. Here are some of 

these models: 

Cognitive – attentional (interface) model:   this model proposes that high test anxiety is the result of failing to direct 

one's attention to an evaluative situation and the task at hand. Based on this model low-anxiety test takers are successful 

in leading their attention to that test and have a better understanding of that situation (Weinstein, Cubberly & 

Richsrdson, 1982). 

Sill-deficit models: these models postulate that lack of enough study skills and test taking strategies lead to the poor 

organization and intake of the material and consequently poor performance on the test (Paulman & Kennelly, 1984). 

According to this model because students are aware of the fact that their skills are not adequate enough, they become 

more and more anxious. 
Contemporary cognitive-motivational models:  these models explain test anxiety in terms of the actions which tests 

takers take to self-regulate their thoughts or to maintain their self-worth. Here are some of these models: 

Self-regulation model: According to this model less anxious test takers are able to keep their confidence in an 

evaluative situation (to self-regulate), whereas anxious test takers fail to perform successfully and keep their confidence 

(Carver & Scheier, 1988). 

Self-worth model: This model proposes that individuals try to maintain their self-worth and their positive image of 

themselves in a testing condition. Not being able to perform successfully in such situations would lead to harming this 

positive self-image and an increase in their anxiety (Covington, 1992). 

Transactional models: In these models test anxiety is the result of several factors interacting with each other. Here are 

some of these models: 

Spielberger's state-trait model: This model is based on the distinction between state anxiety and trait anxiety 

(Spielberger et al., 1978). State anxiety is a kind of anxiety that is related to a particular situation and is not stable. Trait 
anxiety is a kind of anxiety that is part of an individual's personality and is stable across different Situations. Based on 

this model test anxiety is a situation specific form of trait anxiety which occurs in a variety of situations. On the other 

hand state anxiety refers to a level of anxiety in a particular evaluative situation such an exam for the entrance of an 

important university and it does not happen in all situations. High test anxious students' experience is the result of high 

trait anxiety. 

Transactional process model: According to this model test anxiety consists of different factors: a) personality 

variables and situational conditions (Spielberger &Vagg, 1995). b) The mediating emotional and cognitive processes 

involved. c) The correlates and short-term consequences of test anxiety d) various emotion-focused and cognitive-

focused intervention strategies designed to help lessen the unfavorable consequences of test anxiety. Based on this 

model in a testing situation, test-takers will feel a certain amount of anxiety based on individual differences in test 

anxiety and situational factors. The situational factors include the subject of the test, study and test-taking attitudes and 
test-taking skills. Students who possess good test-taking skills will perceive a testing situation as less threatening. To 

the extent that a testing situation is appraised as threatening, state anxiety and its cognitive realizations such as self-

centered and self-derogatory worry conditions and other irrelevant thoughts will increase. 
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Drive models: These models propose that when there is so much drive or arousal in a particular testing situation, 

performance is weakened, particularly if the performance is not simple (Spence & Spence, 1966 as cited in Zeidner, 

1998). According to this model high anxiety will lead to a high drive level and consequently a competition among all 

possible responses, thereby leading to errors. This model assumes that an increase in the drive level strengthens both 

correct and incorrect responses. On the other hand when a test is easy, correct responses become dominant and drive 

levels increase the strength of these correct responses which has a facilitating effect. 

The main source of anxiety in school is fear of failure and loss of self-Esteem (Hill & Wigfield, 1984). Anxiety 

impedes school performance in many ways (Skalvik, 1997). Students may have difficulty in transferring their 

Knowledge showing it on a test (Bandalos, Yates, & Thorndike-Christ, 1995). Some students are likely to be overly 

self-conscious and this can distract them from the task at hand (Tobias, 1992). 

II.  RELATED STUDIES 

Research on the role of frequent testing began by the work of Ebbinghaus (as cited in Dempster, 1988). He found that 

the distribution of a large amount of material over a time space is more advantageous than the presentation of the whole 

material at once. Most of these studies are devoted to examining the effect of testing frequency on the scores of the 

students on the final exam. Here are some of these studies: 

Shirvani (2009) conducted a study in which there were two experimental groups and two control groups. The 

experimental group took daily short quizzes and the control group took weekly quizzes. The participants in this study 

were Hispanic students in four geometry classes. He investigated whether daily quizzes had a significant effect on 

students' final exams scores and homework grades. The researcher found that daily quizzes had a significant effect on 

both of these dependent variables. 

Momeni and Barinani (2012) investigated the effect of testing frequency on Iranian pre-intermediate EFL learners' 

language achievement. This study consisted of two experimental groups and one control group. One of the experimental 
groups received weekly quizzes and the other bi-weekly quizzes. The control group took no quizzes. The results showed 

that those students who took quizzes outperformed those who took no quizzes and the group with weekly quizzes 

outperformed those with bi-weekly quizzes on the final exam. 

Gholami and Moradi Moghaddam (2013) examined the effect of weekly quizzes on students' final achievement score. 

The participants of this study were selected from among high school students in grade two. These students were divided 

into two groups. One group only took the midterm exam and the other group weekly quizzes. The results showed that 

the students with weekly quizzes outperformed those with only the mid-term exam. 

Deck (1998) examined the effects of frequency of testing on college students in a principle of marketing course. The 

results showed a difference between the groups with weekly and monthly tests with the group who took weekly tests 

performing better than the group with monthly tests. However, the final scores of both groups were not significantly 

different. Also, the self-reported study hours of both groups were not significantly different. 
Some other studies examine the role of feedback. In these studies after each test the students are given feedback on 

their answers. 

Marcell (2008) compared the performance of two groups in introductory Psychology. One group took time limited, 

out of class WebCT quizzes on daily readings and the other group took no quizzes. Analysis of the results showed that 

quizzes lead to more questions and comments at the beginning of the class. Also the results indicated that those students 

who took quizzes read the material before coming to the class. The feedbacks helped the students diagnose their areas 

of weakness. 

In addition to leading to better scores on the final exam, tests also increase class participation and preparation. Here 

are some of these studies: 

Zarei (2010) examined the effect of quiz frequency on course performance and class attendance of Iranian university 

learners of English. This study consisted of five groups. Group 1 received no quizzes, group 2 received a mid-term 

exam, group 3 took monthly quizzes, group 4 took a quiz every other week, and group 5 received weekly quizzes. The 
results showed that more quizzes lead to a more successful course performance. The results also revealed that more 

frequent quizzes results in less absences from the class. 

Dineen, Taylor and Stephens (2010) examined the effect of testing frequency upon the achievement of Students in 

high school mathematic courses. In this study one group of the students took daily quizzes and the other group weekly 

quizzes. The students with daily quizzes showed improvement, but this improvement was not significant. 

Tests not only influence the scores of the students on the final exam, they also long-term retention of the information. 

Butler and Roediger (2007) investigated the effect of testing on long-term retention in a simulated classroom setting. 

In this study three groups of participants were presented with three lectures. After the lectures participants were 

presented with three post lecture activity. One group studied a lecture summary. Another group took a multiple-choice 

test and the last group received a short answer test. Half of the responses of the multiple choice test and the short answer 

test were provided with feedback. One month later a final comprehensive short answer test was administered .The 
results showed that studying a lecture summary or tanking a short answer test was better than doing no activity for long-

term retention of the material. Taking a short answer test had the most effect. 
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Hancock (2001) examined the effect of learner characteristics, test anxiety and threat of evaluation on the 

achievement and motivation of students. The participants in this study were post-secondary students. On group of the 

students were placed in a high-evaluative condition. The results showed that all the students especially the test-anxious 

students when placed in a high-evaluative condition performed poorly and are less motivated. 

Yamin (1988) examined the effect of frequency of testing on achievement, test anxiety, and attitudes toward science. 

The participants in this study were 278 Students of chemistry at the university technology of Malaysia. The students 

took a pre-test and post-test in achievement, test anxiety and attitudes toward science. State Trait Anxiety Inventory, 

Science Attitude Questionnaire, frequent tests and conventional tests were used as instruments to gather the data of this 

study. The experimental group took frequent tests, while the control group took conventional tests. The results indicated 

that frequent tests lead to better achievement and lower anxiety than conventional tests. The results also revealed that 

there is no significant difference between the control and experimental group in terms of their attitude toward science. 
Dustin (1971) conducted a study in which there were two groups. One group took four parts of an exam in four 

weeks. The other group took all the four parts one month later. The results showed that the weekly-exam group gained a 

higher score in 3 out of 4 exam and experience less anxiety in each exam than the monthly-exam group. The results also 

revealed that the weekly-exam group gained a higher score in a delayed retention test. 

Basol and Johanson (2009) conducted a meta-analysis of the studies which investigated the effectiveness of frequent 

testing over achievement. This consisted of 78 studies which were done until the year 2003. These studies were 

categorized into low, medium, and high frequent testing. The results indicated that the difference between the mean 

effect size for these categories was not significant. Overall, the findings showed that frequent administrations of tests 

improve academic achievement. 

Phelps (2011) also conducted a meta-analysis on the effect of testing on achievement. This included studies which 

were done until the year 2009. The results indicated that testing followed by feedback has the strongest positive effect 
on achievement. Also, tests with high stakes strongly affect achievement. Overall, the result indicated that the effect of 

testing on achievement is moderate to strong. 

III.  CONCLUSION 

In this review several studies on the role of frequent administrations of tests on students' motivation, anxiety, and the 

scores on the next tests were reviewed. Although most of our studies showed a positive effect for frequent 

administrations of tests, there were also some studies like Deck(1998), Dineen, Taylor, & Stephens (2010), and 

Johanson's meta-analysis (2009) which showed that the effect of these frequent tests on study hours and students' scores 

is not significant or moderate (Richard ,2011). So, more studies are needed to confirm or disconfirm the effect of 

frequent administrations of tests. 
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