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ABSTRACT 

This ·study examined television viewing habits and 

preferences of impulsive and reflective third grade and 

seventh grade children. Amount of television desired and 

reported as viewed were compared at each grade level. Impul

sivity was also compared with preference for and reported 

exposure to each of five most commonly viewed television 

program types, which were situation comedy, movie, cartoon, 

action drama, and game show. 

The initial sample consisted of 46 seventh graders 

and 39 third graders from one middle school and two ele

mentary schools in Pima County, Arizona. Impulsivity was 

measured using the Matching Familiar Figures test. Ten impul

sive and ten reflective subjects were identified at each 

grade level. One subject furnished un interpretable data 

and was dropped from the study. 

Subjects were asked to use copies of TV Guide maga

zine as viewing diaries during two one-week periods. Sub

jects were asked to mark in blue all programs they wished 

to view, and in red all programs viewed. Background data 

were secured from school records, and subjects completed 

questionnaire items regarding family size and structure, 

viewing circumstances, and attitudes toward television. 
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Impulsive and reflective children were compared 

in overall amount of television programming selected and 

reportedly viewed. Differences were small, with impulsive 

children selecting and viewing less than reflective children 

at the third grade level and more than reflective children 

at the seventh grade level. 

Correlation coefficients were calculated between 

impulsivity and the selection and viewing of each of five 

popular program types. Most correlations were small. Correla

tions in the range of 0.35 to 0.60, however, did occur in 

certain cases. Selection and viewing of game shows by 

seventh graders showed a positive correlation with impul

sivity, while selection and viewing of cartoons by third 

graders showed a negative correlation. A second set of 

correlation coefficients was calculated based on the re

sponse latency component of impulsivity. This second set 

reflected essentially the same relationships indicated by 

the first. Data from school records and questionnaire items 

did not enhance the interpretation of relationships between 

impulsivity and television use. 



CHAPTER I 

INTRODUCTION 

Television has been a major element in the experience 

of children in the United States for mo~e than 30 years. 

During that time it has frequently been a focus of attention 

for parents, teachers, and others concerned about the rela

tionships that television viewing might have to children's 

behaviors of social and academic importance. Despite ambi

tious research efforts such as the Surgeon General's report 

(Surgeon General's Scientific Advisory Committee on Tele

vision and Social Behavior, 1971), neither a generally 

accepted conceptualization of relationships between viewing 

and behavior nor a clear set of guidelines for regulating 

children's use of television has emerged. Instead, such 

efforts have often underlined the complexity of the issues 

involved and the difficulty in drawing firm conclusions. 

Given the differences that exist among children, 

among television programs, among viewing contexts, and among 

behaviors of interest to researchers, developing a single 

model of relationships between television use and behavior 

might well be as formidable a task as developing a comprehen

sive model of human learning. At the same time, research 

confined to documenting an association between a particular 
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facet of television viewing (such as exposure to portrayals 

of violent crime) and a particular behavior (such as aggres

sive acts), while potentially important in its own right, 

contributes little to an understanding of the psychological 

processes involved. Understandings of processes become 

especially important when findings in particular instances 

seem to be situation-specific, dependent on particular cir

cumstances. In order to discover a set of principles that 

can be used to organize differing findings so that they 

may be applied even somewhat more generally, it is often 

useful to look for intervening variables. These intervening 

variables may be thought of as psychological attributes 

of individual persons, influenced by a set of environmental 

contingencies, and in turn, influencing a range of output 

behaviors. 

One category of such intervening variables is called 

cognitive style. A person's cognitive style may be made 

up ~f many dimensions with respect to different issues such 

as the use of time or the strategies employed, but cognitive 

style in general is usually thought of as the individual's 

customary patterns of thinking or ways of dealing with ex

perience and behavior. Although useful at times, the con

structs called cognitive styles are still not thoroughly 

understood. Many important questions remain, both about 

the range of contingencies that influence particular 
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stylistic dimensions and about the behavioral outcomes to 

which they relate. 

In the present study, a particular dimension of 

cognitive style called conceptual tempo was selected as 

an aid to understanding the role of television in the lives 

of children. Specifically, this study investigates potential 

relationships between television viewing habits and concep

tual tempo in third grade and seventh grade children. 

conceptual Tempo Described 

Simply described, conceptual tempo is a relative 

priority either for speed or for accuracy in decision

making in situations of high ambiguity. A preference for 

speed at the expense of accuracy is referred to as impulsiv

ity, while a preference for accuracy at the expense of speed 

is called reflectivity. When thought of in terms of a 

single, continuous scale, these two poles may be called 

high and low levels of impulsivity. Conceptual tempo was 

identified as a dimension of cognitive style by Kagan, 

Rosman, Day, Albert and Phillips (1964), and Kagan's instru

ment, the Matching Familiar Figures Test (MFF), together 

with his procedures and terminology, is the primary device 

used to operationalize conceptual tempo, or reflection

impulsivity, as it is alternately called. 

Briefly, the MFF poses a series of high-ambiguity 

tasks. Each item consists of a display of one standard 
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drawing and an array of six slightly differing drawings, 

one of which is identical to the standard. Subjects are 

asked to identify the matching drawing and are permitted 

to continue making choices up to a limit of six until the 

correct response is given. Elapsed time from presentation 

of the display to offering of the first response is averaged 

over the items on the test and is the subject's response 

latency score. Errors on all items are summed and are the 

subject's error score. 

Since conceptual tempo is defined as a single con

struct, response latency and error rate must be combined 

4 

to yield a measure of conceptual tempo. At least two methods 

of combining these two components have been used. Kagan's 

traditional method (Kagan et al., 1964) partitions the sample 

at the sample median for each of the two components resulting 

in four groups: fast-inaccurate (impulsive), slow-accurate 

(reflective), fast-accurate (efficient) and slow-inaccurate 

(inefficient). The impulsive and reflective groups are used 

for group comparisons while the efficient and inefficient 

groups may be disregarded as not precisely relevant to a 

discussion of impulsivity. 

Salkind (1978) uses a different method. Citing the 

weakness of classifying but not scaling subjects, he converts 

latency and error scores to standard scores; the difference 

between these two standard scores is then the individual's 

impulsivity score. This results both in a retention of 



subjects and an indication of the degree of impulsivity 

of each subject. 

Kagan et al. (1964) and Salkind (1978) confirmed 

moderate but 'consistent negative correlations between re

sponse latency and error rate. They found that children 

who took more time to make responses were indeed less likely 

to commit errors than those who responded more quickly. 

This finding clarifies and strengthens the notion of impul

sivity as a construct, and at the same time supports the 

expectation that Kagan's median-split procedure would place 

proportionately fewer subjects in the efficient and ineffi

cient residue categories than in the impulsive and reflec

tive categories of primary concern. 

Television Viewing and Conceptual Tempo 

Conceptual tempo was chosen as a variable for study 

with respect to television viewing habits for several rea

sons. The principle reasons center around the perception 

and use of time. 

One of the most conspicuous ways in which television 

viewing experience differs from non-television experience 

is in the handling of time. Television time is highly struc

tured into commercial and program segment lengths which 

are adhered to with extreme precision. Time is manipulated, 

expanded and compressed for purposes of efficiency, and 

dramatic impact. In many cases, time is at a premium, and 
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time-consuming or nonessential elements are removed altogeth

er or barely suggested so that a long story may be told 

in a short time. Events are made to seem fast-paced in order 

to maintain excitement and attention, and variations in 

rhythm of music and cutting are used to accentuate emotions. 

At the same time, issues of timing have been found to be 

susceptible to learning (Friedman, 1979) and to be related 

to academic outcomes (Lunt, 1973; Hall, 1974; MacKinney, 

1975; Riding, 1977). 

In addition, conceptual tempo is a highly descriptive 

variable, which is conveniently operationalized by an exist

ing instrument whose performance is, to some degree, known. 

Since the essence of conceptual tempo is the use of time 

in decision-making, its importance to a wide range of per

formances seems intuitively likely. 

In the event of associations between impulsivity 

and particular patterns, several forms of association would 

be possible: overall associations irrespective of the nature 

of particular programs, associations specific to programs 

or categories of programs, and associations specific to 

particular contextual or personological variables. 

Furthermore, in each of the above cases, television 

could be construed either as a causal factor in conceptual 

tempo or as an expression of television use preferences 

linked to conceptual tempo and resulting from other factors. 

Moreover, a cyclical view is also possible: a particular 



pattern of preference associated with impulsivity might 

lead to viewing patterns which, in turn, encourage further 

increases in impulsivity. While television use patterns 

might indeed function as a cause, a consequence or both 

at once, an indication of the predominant directional nature 

of any association found to occur would contribute to our 

understanding of the nature of the relationship. 

The view that an association between television 
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use habits and conceptual tempo simply represents the differ

ing preferences of impulsive and reflective children is 

straightforward enough. The view that children may actually 

learn impulsivity through particular patterns of television 

use, however, requires further explanation. For this to 

occur, conceptual tempo would first have to be susceptible 

to learning. Television programming would then have to offer 

stimuli likely to promote such learning. Indeed Yando and 

Kagan (1968) documented "dramatic" differences over a period 

of one year in the conceptual tempo of formerly similar 

children taught by teachers of differing conceptual tempo, 

indicating the susceptibility of conceptual tempo to learn

ing, given extensive contact with an influential environ

ment. Current estimates place children's television view~ng 

at about three and one-half hours daily (Nielsen, 1984), 

certainly substantial enough to provide an opportunity for 

learning to occur. 
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At least two quite different views of the learning 

process could be used to account for the learning of concep

tual tempo through television viewing. They are cited here 

simply to suggest that such learning is plausible under 

currently accepted views of learning. At a later stage of 

the research process, however, each of the two would have 

very different implications. When we approach the question 

of just which attributes of a television program might be 

responsible for its effect on conceptual tempo and how tele

vision programs might best be categorized for comparison, 

differing models of the learning process would direct our 

attention to different features of the television experience. 

From the operant conditioning standpoint, response 

and reinforcement are the crucial elements in the learning 

process (Skinner 1953). Learning of impulsivity would then 

require, under this framework, that television programs 

pose cognitive tasks, provide an opportunity fot response, 

and reinforce selectively when responses are impulsive. 

Indeed, programs pose an array of cognitive tasks 

such as answering game-show questions, inferring attributes 

of characters and predicting events. Responses may occur, 

and they may be internal and silent or spoken aloud. The 

appearance of confirming information in the program may 

be seen as both triggering self-reinforcement for those 

who have responded correctly, and ending the period of oppor

tunity for response. No mechanism appears logically to exist 



to reinforce the commission of errors; reinforcement of 

impulsive behavior must therefore rest exclusively on the 

selective reinforcement of fast responses, with a minimal 

likelihood of an erroneous answer forcing the withholding 

9 

of reinforcement. Programs do exhibit such characteristics, 

to varying degrees. Where the tasks are easy and the ambigu

ity low, most viewers will not make errors. Those who respond 

quickly will be eligible for reinforcement while those who 

have not yet completed a response at the end of a relatively 

brief opportunity to do so have no opportunity to receive 

reinforcement. Shows which are brief, fast-paced and limited 

to the common knowledge and interest areas of mass audiences 

fit this description reasonably well. Those that are longer, 

more ambiguous or more slowly paced, as well as those dealing 

with more specialized material, fit the description less 

well. 

This description, in itself refers only to the culti

vation of reduced latency, and not to increased errors. 

However, quick response patterns which do not necessarily 

lead to frequent errors in the case of the low-ambiguity 

material presented in television programs may nonetheless 

contribute to errors when the habit is carried over to the 

high-ambiguity setting of the MFF. 

Slower-paced programs, such as feature films or 

mini-series, and programs in more specialized areas may 

allow more time for response to particular tasks and place 



a higher premium on deep processing of information. Under 

these circumstances, correctness can no longer be taken 

for granted; there is a prize rather than a penalty for 

taking the time to process deeply and use information. 
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From the social learning standpoint (Bandura, 1977), 

attention to the behaviors of others (models) is a key ele

ment, as is reinforcement, both vicarious (observed to be 

given to the model), and direct (given to the learner con

tingent on appropriate imitation of the model). Under this 

view of learning, impulsivity could be learned from tele

vision if a variety of behaviors, at least some of which 

appear to be impulsive, are portrayed in the programs 

viewed. Learning would be enhanced if models who behave 

impulsively have high status and if impulsive behaviors 

are seen to be rewarded more frequently than reflective 

ones. Further enhancement would take place if learners were 

directly reinforced for impulsive behaviors. 

Certainly, an abundance of behaviors are shown on 

television. Because of the time constraints of the medium, 

reflection and judgment are seldom portrayed on television 

because they consume time and do not advance a story line. 

The impulsive nature of acts may therefore be exaggerated 

in the television portrayal. Those who are explicitly por

trayed as requiring time to make decisions may be shown 

as weak or indecisive characters. In many cases, problems, 

even complex ones, are quickly resolved by fast, decisive, 



dramatic action, often more physical than intellectual. 

Characters who behave in this way are often high-status 

program heroes, and the results they achieve seem more a 

consequence of their special personal qualities than of 

the essential logic of the situation. Frequently they are 

reinforced on the screen through the admiration of their 

peers, the amazement of their supervisors, or with indirect 

references to the possibility of unseen monetary or sexual 

rewards. Direct reinforcement for impulsivity may also be 

available to the child viewing the program, as in the case 

of the classroom whose teacher rewards the first student 

raising a hand with recognition to speak. 

Purposes of the Study 

Ideally, it would be desirable to formulate and 
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test explicit directional hypotheses of the effects of speci

fied television viewing variables, such as specific attri

butes of programs viewed, on conceptual tempo. At this point, 

an adequate base does not appear to exist on which to formu

late such hypotheses. In addition, the most powerful research 

approaches such as those involving large samples, experimen

tal techniques and extended longitudinal studies are for 

the moment, precluded by their costs and logistic difficul

ties. It is not realistic, for example, to experimentally 

modify the viewing habits of several groups of young people 

over a period of years in order to observe the effects on 

their conceptual tempos. 
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This study, therefore, is an exploratory study which 

seeks to survey the terrain for future research. As an ante

cedent to defining the nature of relationships between tele

vision viewing and impulsivity, this study seeks preliminary 

indications of whether any such relationships are probable; 

if so, whether they are likely to be related or unrelated 

to the differing nature of programs; and, whether, for the 

moment, there is more reason to construe such relationships 

as an instance of the effects of television viewing or of 

the expression of program preferences due to other causes. 

In the near term, the study seeks to provide some 

guidance in framing the next steps on this research path. 

In the longer term, this course of research should be helpful 

to parents and teachers in planning their children's overall 

learning and recreational activities, to media professionals 

in meeting their responsibilities to young viewers, and 

to communication scholars in better conceptualizing the 

psychological effects of electronic media. 



CHAPTER 2 

REVIEW OF THE LITERATURE 

To date, substantial research dealing directly with 

potential relationships between conceptual tempo and home 

television viewing by children has not appeared. Considerable 

work has been done, however, with respect to the nature 

of conceptual tempo and its relationships with other factors. 

Work has also been done with respect to the role of tele

vision in the lives of children and its possible influence 

on aspects of the cognitive process. 

Research on Conceptual Tempo 

The literature of conceptual tempo addresses an 

aspect of cognitive style variously called "cognitive tempo" 

or "reflection-impulsivity." The concern initially was with 

the production of analytic concepts (Kagan et al. ~964), 

defined as the identification of common elements present 

in different stimuli, upon which a grouping might be based, 

such as "animals with one ear." Kagan et al., using a sample 

of 155 first graders found that production of analytic con

cepts was separately related to two distinct factors: the 

tendency to analyze stimuli into their components, and the 

tendency to reflect over alternatives. Reflection over 

13 



alternatives, as measured by response latency, was found 

to generalize over several pictorial tasks including the 

Hidden Figures Test, which requires the subject to point 

out a specifi"ed figure hidden wi thin a complex drawing, 
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and the Design Recall Test (DRT), which rp.quires the subject 

to select from a display a figure identical to a standard 

displayed a few seconds earlier but no longer available 

for comparison. 

Kagan (1965) further investigated the generality 

of reflective behavior in first-grade children using the 

Matching Familiar Figures (MFF) test (which calls for selec

tion of a drawing identical to a standard displayed simulta

neously), the DRT (mentioned above), the Haptic Visual Match

ing (HVM) test (which calls for palpation of a hidden wooden 

figure and selection of a line drawing which represents 

the object palpated), a visual analysis test (which calls 

for labeling components of a complex figure), elements of 

the Wechsler Intelligence Scale for Children(WISC) and read

ing ability measures. Reflection appeared to generalize 

across the various tasks. Intercorrelation of response la

tency scores across the MFF, HVM and DRT was .36 for boys 

and .48 for girls, and reflective children scored higher 

in reading ability than did impulsives. 

The generality of reflective tendency across tasks 

for first graders was again demonstrated by Kagan, Pearson 

and Welch (1966) on an array of tasks including extrapolation, 



guessing objects from clues and a self-evaluation task in 

addition to several of the measures used in the previous 

studies. Response latency also correlated highly (.81 for 

boys and .96 'for girls) with the number of visual fixations 

during performance on the MFF. Impulsive children were also 

found to make more errors than reflective children on tasks 

requiring in?uctive reasoning. 
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Kagan (1969) further explained the operationalization 

of conceptual tempo using both the MFF and the HVM. The 

procedure was outlined under which both response latency 

and error scores were obtained and used together to classify 

subjects into four style groups by splitting the sample 

at the median on each of the two variables. 

Using both the MFF and the HVM, Kagan (1969) docu

mented a decrease in errors and an increase in response 

latency with increasing age from grades one to three. He 

further reported a consistent and substantial negative cor

relation between response latency and errors over the same 

developmental range. 

Stability of the disposition to impulsivity was 

measured (Kagan, 1969) by retesting subjects on a slightly 

different version of the MFF after an interval of one year. 

Using two groups of 104 and 102 subjects respectively, test

retest correlations from .48 to .62 were obtained. Messer 

(1969) retested subjects after a period of two years and 

six months, obtaining test-retest correlation coefficients 



ranging from .25 to .43, which he referred to as "modest 

but significant." 
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Regarding generality, Kagan (1969) again found sub

stantial correlations among MFF response latency, HVM re

sponse latency and HVM palpation time, and a small positive 

correlation between HVM response latency and WIse verbal 

skills. MFF response latency likewise was positively related 

to reponse time on a tachistoscopic picture recognition 

task. 

With regard to other behaviors, Kagan (1969) reported 

that reflective children demonstrated higher standards for 

the mastery of intellectual skills and greater persistence 

with such tasks, but were more inclined to avoid peer group 

interaction, strange social situations, and "dangerous situa

tions." Kagan observes that teachers often refer to students 

less quick to respond as "slow," a reference which he sees 

as a great disservice to the learner. He suggests the value 

of explicit practice in reflection. 

Salkind (1978) sought both to establish a normative 

data base for the MFF and to make certain improvements in 

the scoring procedures for the MFF. A total of 350 research

ers were identified who were known to have administered 

the MFF, of whom 51 agreed to provide, and ultimately did 

provide MFF data for use in the data base. From each cont

tributor, Salkind received mean latencies, total errors 

and ages for individual subjects representing a total of 
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8,172 administrations of the MFF. Salkind's subject pool 

included 97.0% "normal" subjects (as opposed to those diag

nosed as abnormal in some respect), and 96.8% described as 

middle class~ Of the subject in the pool, 52.6% were males 

and 47.4% were females. Most subjects were between the ages 

of one and five years. Consistent with Kagan's (1969) find

ings, Salkind reported a developmental trend consisting of 

increasing response latency up to age ten, followed by a de

crease thereafter. Errors decreased to age ten, and sta

bilized thereafter, resulting in increased efficiency. 

Salkind (1978) also proposed an improvement on the 

previously used scoring method for the MFF consisting of 

partitioning the sample on the basis of median splits. 

Salkind's purposes were to separate impulsivity and effi

ciency as two orthogonal variables, and to secure measures 

for each which reflected not only a classification, but 

also a numerical indication of degree with respect to the 

variable. The procedure involved converting both latency 

and error scores to standard scores whose sum represent 

efficiency and whose difference represent impulsivity. 

Conceptual Tempo and Specific Skills 

Several other researchers have cited relationships 

between MFF performance and other specific behaviors of 

interest. Drake (1970) reported that reflective children, 

when presented with tasks involving examination of complex 
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. figures, looked at a larger portion of the stimulus figure 

and made more successive visual fixations than did impulsive 

children. Ault, Crawford and Jeffrey (1972) found that re

flective second and third graders also scored higher than 

their impulsive counterparts on mean number of visual fixa

tions while performing on the MFF. 

adorn, McIntyre and Neale (1971) compared 36 impulsive 

and 36 reflective children on a set of visual matching tasks 

involving transformation of standard figures, such as hori

zontal or vertical rotation of figures, right-for-left inver

sion or increase in size. Impulsives were found to make 

significantly more errors on these tasks. Adams (1972) 

studied the development of strategies for problem-solving 

in six-to-eight year old children in playing a marble game. 

Children were given a panel with three knobs and were in

structed to push the knobs in order to win marbles. One 

knob, which was designated by the experimenter as the 

"correct" knob, resulted in the delivery of a marble on 

one third of the trials on which that knob was selected. 

Adams observed and classified knob-selection strategies 

of the children, and found that reflective as opposed to 

impulsive five-to-seven year olds, after 30 trials, had 

developed more mature selection strategies, resembling those 

used by seven-to-nine year old children. 

MacKinney (1975) compared reflective and impulsive 

children on a series of problem-solving tasks including 



matrix solution (finding a figure in a matrix by asking 

"yes" or "no" questions), pattern-matching (finding a dot

pattern which matches a standard by revealing concealed 

dots which make up the pattern one at a time, attempting 

to do so by revealing the minimum possible number of dots), 

and a game of "twenty questions." Reflective 7 and 11 year 

old children showed more efficient problem-solving strat

egies than did impulsive children, extracting more informa

tion from each question asked or each dot revealed. 

MacKinney concluded that reflectivity influenced problem

solving efficiency, but to varying degrees for different 

developmental levels and for different kinds of problems. 

Mitchell and Ault (1979) likewise found impulsive 

8-to-12 year olds performing the pattern-matching task more 

likely than reflectives to offer proposed solutions before 

they had received sufficient information to guarantee an 

accurate choice, and to make errors even when they had re

ceived sufficient information to make an accurate choice. 

conceptual Tempo and Academic and Social Performance 

Messer (1969) considered the possible relationships 

between school failure and conceptual tempo. Children who 

had failed one grade in school were compared with their 

peers, and were found to be significantly more impulsive, 

while at the same time highly comparable in ,verbal intelli

gence. Ault, et ale (1972) also found reflective third and 
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fourth graders to be rated higher than impulsives in atten

tiveness by their teachers. Five teacher rating scales were 

used, referring to attention to playlike activity, attention 

to individual work, attention to group work, constant full 

attention when interested, and ability to divide attention. 

Finch, Saylor and Spirito (1982) studied 59 children aged 

eight to 15 in a psychiatric hospital for· children, of whom 

21 were impulsive, 22 reflective, and 16 excluded as neither 

reflective nor impulsive according to Kagan's median-split 

procedure. According to the teacher ratings, impulsives 

scored significantly higher than did reflectives on exhibit

ing "problem" conduct, on aggression, on distractibility, 

and on hyperactivity. The greatest significance was for 

hyperactivity; in this instance the effect was significant 

at the probability level P< .001. Brown (1983) found hyper

active nine year olds substantially more impulsive than 

their peers, but did not find the same relationship between 

hyperactivity and impulsivity in 14 years olds. This finding 

suggested that the relationship may disappear as the reflec

tive tendency reaches its developmental peak. 

conceptual Tempo as a Moderator Variable 

In certain instances, conceptual tempo has been 

found inadequate as a predictor variable for a behavior 

of interest in its own right, but has served as a valuable 

moderator variable. Margolis, Peterson and Leonard (1978) 



21 

studied the effectiveness of conceptual tempo in predicting 

reading performance in first-graders, and found that concep

tual tempo alone was not a suitable predictor of reading 

performance. -Margolis, Brannigan, Mol teni, Samuels, Heverly 

and Potter (1978), however, calculated separate regression 

equations for first grade reading performance for impulsive 

and reflectiye children, and found that "the separately calcu

lated regression equations were more accurate predictors 

than regression equations calculated for the two conceptual 

tempo groups combined. 

Borkowski, Peck, Reid and Kurtz (1983) trained 64 

reflective and impulsive third graders in strategy trans

fer for the two groups. The strategy transfer was signifi

cantly higher for reflectives than for impulsives. However,

metamemory served as a predictor of strategy transfer even 

when conceptual tempo was "partial led out." 

Modification of Conceptual Tempo 

Although, as mentioned earlier, conceptual tempo 

has been shown to be relatively stable over periods of one 

year or more, in some instances conceptual tempo has nonethe

less been observed to be sensitive both to direct interven

tion to increase the reflective tendencies of hyperactive 

children through the use of two psychoeducational methods: 

modeling, and to direct instruction to look carefully at 

alternatives. The psychoeducational techniques were 



administered to groups of children who were, and to other 

groups who were not, at the same time undergoing drug ther

apy. Both psychoeducational methods were found effective 

22 

for the children undergoing drug therapy but not for the 

non-drug groups. The modeling was specifically a demonstra

tion of behavior of models taking the MF,F, and the direct 

instructions likewise referred directly to the MFF situation. 

Rupert and Baird (1979) used a series of modeling 

techniques recorded on video tape to attempt to modify con

ceptual tempo an the HVM test. Four different demonstrations 

were prepared on video tape. Each showed a model performing 

on the HVM either impulsively or reflectively, resulting 

in either success or failure on the tasks posed by the test. 

The reflective model with successful result and the impulsive 

model with failure both resulted in increasing response 

latency for all subjects, and in reduced error rates for 

those subjects previously high in errors. 

Yando and Kagan (1968) investigated the effects 

of the conceptual tempos of teachers on their pupils. They 

selected 80 boys and 80 girls at random from the classes 

of ten impulsive and ten reflective female first grade 

teachers. Students were tested at the beginning of the 

school year and retested at the end of the school year using 

the MFF. Initially, there were no significant differences 

in conceptual tempo between the children assigned to the 

impulsive and to the reflective teachers, but after a period 



of eight months, "dramatic" differences occurred in the 

direction of emulation of the conceptual tempos of the 

teachers. 
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Salkind, Kojima and Zelniker (1978) examined cultural 

influence on conceptual tempo in the form of an international 

comparison. An aggregate sample of over 5000 children was 

used, including components from the United States, Israel 

and Japan. In all three countries, the same developmental 

trends found in Salkind's (1978) United States norm group 

were again found, but there were differences in timing. 

In all cases, reflective behavior increased with age until 

a developmental shift point at which response latency de

clined and errors stabilized. This developmental shift, 

however, occurred at approximately age eight for the Japanese 

children, or about two years earlier than for the American 

and Israeli components of the sample. After the developmental 

shift, the error rate of the Japanese children also stabi

lized at a lower rate than for the other two groups. 

Television and Cognitive Behavior 

Nielsen's (1984) '84 Report on Television reports 

that children 6 to 11 years old view an average of 24 hours 

and 50 minutes of television per week, or an average of 

about 3 hours and 30 minutes per day. Television must, there

fore, be regarded as a major source of experience in the 

child's life, and, for heavier viewers, it can rival the 
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amount of time spent in contact with the school environment. 

Likewise, television viewing is thought to possess special 

characteristics, some inherent in the nature of the medium, 

some institutional, and some dependent on the nature of 

the program content, that relate to cognitive functioning. 

Characteristics of the Television Exper~ence 

Salomon (1979) draws attention to several factors 

considered important to understanding the psychological 

effects of television. These include the symbol system used 

by television to encode and transmit information, differing 

attributes of programs, and differing attributes of viewers, 

including notably their expectations and motivations as 

they approach the viewing experience. Whether it is, in 

fact, television itself that makes a difference is a subject 

of debate typified by Salomon's citations of two opposing 

views. Schramm (1977), with the background of a tradition 

of research on the effectiveness of instructional television 

that has repeatedly shown no significant difference between 

the effectiveness of televised and "conventional" teaching, 

expresses the view that learning is more affected by what 

is delivered than by the delivery system. Comstock and others 

(1978) feel, on the other hand, that individual media do 

have profound effects, and that their differences have impor

tant consequences for learning. Too often, in Salomon's 

view, these differences, if acknowledged at all, are seen 



in terms of relative effectiveness, apparently based on 

a tacit assumption that various media are simply alternate 

routes to the same end. The unique nature of any medium, 

in Salomon's ·view, lies in its ability to structure experi

ence, encode meanings, and invoke cognitive processing in 

its own unique ways. 
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Gross (1974) classifies the symbol system used in 

various forms of symbolic communication as linguistic, socio

gestural, iconic,logico-mathematical and musical. Derived 

systems may contain elements of more than one of these cate

gories. Each symbol system may incorporate its own symbolic 

vocabulary and syntactical rules, and each may call upon 

the user to employ a unique set of encoding and decoding 

skills. Salomon (1979) suggests that the notion that some 

messages seem to require little or no effort or mental elabo

ration to decode is an erroneous one: that in fact, if the 

message seems easy to decode, it is only because the particu

lar receiver (or learner) has a good mastery of the requisite 

decoding skills for the symbol system being used. He cites 

Snow, Tiffin and Seibert's (1965) finding that students' 

prior experience with films in general predicted well how 

much they would learn from a series of instructional films 

in Physics. 

The nature and direction of influence of television's 

unique characteristics are less than clear. Meringoff (1980) 

compared two groups of children, one of whom was read a 
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story, and another that viewed a televised dramatization 

of the same story. In that instance, the children to whom 

the story was read asked more questions, made more comments, 

and offered longer estimates of elapsed time and distance 

traveled in the course of the story action than did those 

who saw the televised version. One possible explanation 

is that the apparent "reality" of the tilevision picture, 

owing in part to its iconic symbol system, leads the viewer 

to feel that the event has been witnessed directly, and 

must naturally have occurred within the time consumed on 

the screen. Noble (1975) reported an experiment in which 

14 of 30 children five years old answered back to the tele

vision set, apparently believing it to be a real social 

partner. Dorr (1980) suggests that adults, while recognizing 

particular events as fictional, accept aspects (such as 

stereotypes) as reasonably accurate reflections of reality. 

Cognitive Effects Attributed to Television 

Several of the behavioral traits mentioned earlier 

as associated with impulsivity have also been associated 

with viewing television in general, or with the use of par

ticular kinds of television programs. Among these are reduced 

performance on cognitive tasks, hyperactivity, and reduced 

school achievement. 

Halpern (1975) blames even respected educational 

programs, claiming that over-active children entering 
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clinical settings might be excessively aroused by the fast

paced format of Sesame Street. Tannenbaum and ~illman (1975) 

similarly link the pace of television programming to hyper

activity in children. 

Reductions in a variety of valued skills have been 

linked with heavy television viewing habits. In particular 

instances, volume of television viewing has been found to 

be negatively associated with verbal fluency and creativity 

(Harrison and Williams, 1977), and sociability (Burton, 

Calonico and McSeveney, 1979). Heavy viewers of cartoons 

were rated low in enthusiasm by their teachers and heavy 

viewers of violent fantasy programs were found to be lower 

in IQ and imaginative behavior by Zuckerman, Singer and 

Singer (1980). Morgan and Gross (1980) found mixed results 

regarding relationships between television viewing and school 

achievement. They found that viewing was positively associ

ated with achievement for lower IQ students but not for 

higher IQ students. Gerbner, Gross, Morgan and Signorelli 

(1982) view differences such as these in the context of 

a "mainstreaming" effect, that is, the promotion of a base 

of common experiences among students who would otherwise 

differ more widely. 

Fettler (1982) studied a net sample of 10,683 cases 

under the California Department of Education's Spring, 1981 

administration of the California Achievement Test, and re

ported a correlation of -.13 between achievement scores 
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and television viewing. The effect appeared to be relatively 

uniformly distributed across the reading, writing and mathe

matical components of the test. 

Mediating Factors 

Several kinds of mediating factors have been identi

fied as modifying the cognitive effects ~f television view

ing. One identified by Salomon (1983) is called Amount of 

Invested Mental Effort, which is, in turn, a function of 

expectations of the viewer and attitude toward television 

as a conveyor of important and worthwhile content. Siegel 

(1973) compared lectures, printed notes, video tape and 

audio tape as methods of teaching a college lesson on Gestalt 

theory. Effectiveness differed both according to the nature 

of the content (visual ideas were communicated well through 

television), and according to students' preconceptions about 

which would be the most effective method. 

Composition of the viewing group has also been found 

to modify certain effects of television viewing. Singer 

(1980) found that solitary television viewing by children 

exerted a negative influence on imagination and creativity, 

but that with adult intervention, television material could 

be used to stimulate spontaneous imaginative play and other 

prosocial behavior. 
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Summary 

Conceptual Tempo is a measure of relative preference 

for speed or for accuracy in selecting matching drawings 

of high ambiguity. Conceptual Tempo has been found to be 

positively correlated with analogous preference for speed 

or accuracy on other selection tasks involving both the 

use of other visual figures and the palpation of unseen 

objects. Conceptual Tempo also has been found to be posi

tively correlated with visual observation and manipulation 

tasks and with risk-taking in social settings. Conceptual 

Tempo has been found relatively stable over a period of 

one year, but still responsive to environmental influence 

such as that of an impulsive or reflective teacher. In 

general, children's response latencies increase and error 

rates decrease to age ten (that is, children become more 

reflective) after which errors stabalize and latencies de

cline (children become more efficient). 

Television employs its own symbol systems and syntax 

which differ from those of non-television experience. Experi

ence with media have been found to be associated e~ther 

positively or negatively with a number of cognitive behaviors 

including decoding messages in films, estimating time, hyper

activity and school achievement. Viewer attitude, viewing 

context and nature of the content have appeared to function 

as mediating factors in certain instances. 



CHAPTER 3 

METHODS AND PROCEDURES 

Third grade and seventh grade children in three 

participating schools were both classifi€d and scaled with 

respect to impulsivity using the Matching Familiar Figures 

Test. They were then asked to keep records both of television 

programs they desired to view and those they actually did 

view. Finally, they were asked to complete questionnaires 

regarding the home viewing context and their attitudes toward 

television in general and certain program attributes in 

particular. The results were examined for evidence of asso

ciations between television use habits and conceptual tempo. 

Variables and Instruments 

The primary variables were conceptual tempo, total 

amount of television viewing desired (selected), total amount 

of television reportedly viewed, amount of viewing desired 

per program type, and amount reportedly viewed per program 

type. Grade levels were maintained distinct from each other 

for comparison. Data were recorded for sex, ethncity and 

achievement as an aid to achieving comparability in groups. 

Data regarding family size and structure and regarding atti

tudes toward television programming were gathered as an 
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aid to interpretation of relationships among the primary 

variables. 

conceptual Tempo 

As mentioned earlier, conceptual tempo was measured 

using the Matching Familiar Figures Test. The test provides 

a measure of the subject's relative pref.erence for speed 

or for accuracy in responding to items of high ambiguity. 

This is accomplished by combining the scores achieved on 

two separate components of the task. 

Each of the 12 items of the test consists of a dis

play of a line drawing of a familiar figure on one page, 

and on a facing page, an array of six similar drawings, 

only one of which is identical to the standard drawing. 

A sample item appears in Appendix A. The subject is asked 

to select the perfect match from the group of six drawings. 

Elapsed time from presentation of the display to the sub

ject's first response is measured to the nearest one-tenth 

of a second and is recorded. If the response is correct, 

the subject is asked to proceed to the next item. If not, 

the subject is asked to select again and to continue making 

selections until either a correct response is given or a 

maximum of six incorrect responses are made. The number 

of incorrect responses is also recorded. Elapsed time to 

first response is averaged for the 12 items of the test 

and is the subject's response latency score. Errors for 

the 12 items are summed and are the subject's error rate. 
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Salkind's (1978) method of combining the latency 

and error scores was used to arrive at both a classification 

and a scale for impulsivity. Within each grade level, latency 

and error scores were converted to standard scores whose 

difference was the value for impulsivity. Standard scores 

for latency were subtracted from those for errors resulting 

in a scale having zero as a central value. positive values 

indicated impulsivity and negative values indicated reflec

tivity. 

Television Diary Information 

For two one-week periods separated by a one-week 

interim, subjects were asked to record both their viewing 

desires and their actual viewing using a diary method. In 

order to avoid asking the subjects to learn to use an un

familiar document, the diary used was a numbered, but other

wise ordinary copy of TV Guide magazine for the upcoming 

week. 

A method was desired that would provide both a re

flection of the viewing that was desired by the subjects 

and, separately, a record of their reports of actual view

ing. These two aspects were seen as having different implica

tions, especially for the directional nature of any associ

ations that might be found. 

In order to provide distinct records of reported 

desires and reported viewing, each subject was provided 



an envelope containing the numbered copy of TV Guide maga

zine, a two-color pencil, and a sheet of instructions. The 

instruction sheet appears in Appendix B. The subject was 

asked, at the beginning of each viewing day, to select the 

times that television viewing would be desired during the 

day, and for each of those times, to select the program 

most desired· for viewing and circle its title in blue. At 

the time of viewing, each program actually viewed was to 

be circled in red, and at the end of the viewing day, the 

subject was to review the day's listings to be sure that 

every program actually viewed had in fact been circled in 

red. Program lengths to the nearest half-hour for all pro

grams whose titles were circled in blue were totaled as 

a measure of the total amount of television viewing desired 

by each subject. A similar total for all programs circled 

in red was used as a measure of the total reported viewing 

for each subject. Obviously, many programs were circled 

in both colors, indicating simply a report that viewing 
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had gone according to plan. These programs were, of course, 

included in both totals. All diary entries were self-reports 

without independent confirmation of reliability. 

A means of program categorization was also desired 

so that it might be possible to determine whether impulsivity 

emerged as being more closely associated with one type of 

program or another. No clear rationale for the construction 

of a typology existed. That is, there was no clear 



34 

indication from prior research just what attributes of 

differing television programs were most likely to be func

tional with respect to conceptual tempo. As a first step, 

category names were used which were familiar in common 

parlance and which designated programs that clearly differed 

from each other in a number of ways. Each program viewed 

or desired was identified as belonging to one of the follow

ing 15 types: cartoon (such as Flintstones or Woody 

Woodpecker), situation comedy (such as Alice or The 

Jeffersons), other comedy (such as People Are Funny or Rowan 

and Martin's Laugh-In), action/crime drama (such as The 

A-Team or Magnum, P. I.), other drama (such as Fame or 

American Playhouse), game (such as Hollywood Squares or 

Sale of the Century), movie (such as Annie or The Last Days 

of Pompeii), music (such as America's Top Ten or Austin 

City Limits), news/documentary (such as The CBS Evening 

News or Frontline), sports (such as NCAA Gymnastics or NBA 

Playoff), talk (such as The Tonight Show or David Susskind), 

variety (such as Hee Haw or On Stage America), science/ 

travel (such as Nova or Living Wild), instruction (such 

as Sesame Street or 3-2-1 Contact), or other (such as Oral 

Roberts or Ripley's Believe It or Not). 

Demographic Information 

For each subject, school records were furnished 

which provided an identification of the subject's sex, 

achievement on the Reading and Mathematics sections of the 



35 

California Achievement Test, and ethnicity. This information 

appears in Appendix C. 

Questionnaire Data 

Each subject who remained in the study to its comple

tion was asked to complete a questionnaire containing ques

tions about the family size, structure qnd viewing context, 

and about affect toward television in general and certain 

program attributes in particular. The questionnaire and 

a summary of the responses appear in Appendix D. The ques

tionnaire asked for indications of family size, number of 

adults in the family, number of children younger than the 

subject, number of television sets in the horne, and size 

of the typical viewing group. In the event of a notable 

relationship between television use and impulsivity, this 

information would be considered useful in determining 

whether such a relationship might be symptomatic of a corres

ponding difference in the dynamics of the horne viewing situa

tion, such as parental guidance, or compromise with other 

members of the viewing group. 

The remainder of the questionnaire was dedicated 

to exploratory items created by the author to probe the 

subject's attitudes toward television programs. The first 

eight of the attitude items (numbered 6-14) dealt with over

all attitude toward the appeal and worth of television view

ing as an activity. Like the rest of the attitude items, 

they were of the Likert type with a four-point response 



scale. The items asked about the subjects' relative pref

erences for TV viewing as opposed to other activities, use 

of TV-related material in social contexts, protectiveness 
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of TV viewing time and opinion of the value of time spent 

viewing. The remaining eighteen items constituted an attempt 

to secure a basis for a more meaningful program typology 

for future research by eliciting an ind{cation about the 

attributes to which subjects attach most importance in form

ing attitudes about programs. These eighteen items had a 

common stem: "The TV programs I like best are the ones 

that ... " Each then provided for responses ranging from 

"strongly agree" to "strongly disagree" with regard to a 

particular attribute such as car chases or happy endings. 

Six of the items were based on structural attributes such 

as length or story form. Six were based on motifs or content 

features such as music, science or action. Six were based 

on characters or personalities and their characteristics. 

It was hoped that such a breakdown would assist in determin

ing whether, on a future occasion, a program typology based 

on structural issues, on general content issues, or on the 

attributes of characters might better differentiate programs 

in ways likely to make a difference to young viewers. 

The Sample 

The study was conducted in three public schools 

in an upper-middle class area of suburban Pima County, 

Arizona. The seventh graders were taken from one middle 



school, and the third graders from two nearby elementary 

schools whose students normally progress to attend the par

ticipating middle school. Initially, all third graders and 

seventh graders in the participating schools were asked 

to take part in the study. Parental consent was received 

for 39 third graders and 46 seventh graders, or approx

imately half the population at each grade level. Given the 

record-keeping tasks imposed by the study, this level of 

participation was considered adequate. All 39 third graders 

and all 46 seventh graders for whom consent was obtained 

were tested using the Matching Familiar Figures Test and 

were used in generating each grade's impulsivity scale. 

37 

Of the subjects initially tested, 22 third graders 

and 25 seventh graders completed all phases of data collec

tion, including the two diary periods and the' questionnaire. 

These remaining subjects were ranked in order of descending 

impulsivity scores (described earlier) and at each grade 

level, the ten subjects with the largest positive scores 

were selected as the impulsive group, and those with the 

ten largest negative scores as the reflective group (two 

adjustments to the group memberships were made in order 

to achieve proper demographic balance). One subject was 

later dropped because the diary data were not interpretable 

and no suitable alternate remained. The resulting final 

sample was used for all analyses of relationships among 

the variables under study. This final sample consisted of 



39 subjects divided into four groups: seventh grade reflec

tive, seventh grade impulsive, third grade reflective and 

third grade impulsive. Each group contained ten subjects 

except the seventh grade impulsive group which contained 

nine. 

No subjects were eliminated as atypical of their 

groups with respect to achievement as miasured by the 

California Achievement Test, although both the third grade 

and seventh grade groups scored above average (see Appendix 

C). The sample contained 36 subjects described as Anglo 

and three Hispanic. The three Hispanic children were third 

graders, one reflective and two impulsive. The groups were 

balanced with respect to sex within grades but not across 

grades; the seventh graders included six impulsive males 

and six reflective males, while the third graders included 

three males at each of the two levels of conceptual tempo. 

Analysis of Data 

As previously indicated, total errors on all items 

were summed for each subject for the Matching Familiar 

Figures Test to yield an error score for each subject. 

Elapsed time to initial response measured to the nearest 

one-tenth of a second was averaged for each subject over 

the 12 items of the test to yield the subject's response 

latency score. Within each of the two grade levels, means 

and standard deviations of these two variables were 
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calculated, and according to Salkind's (1978) procedure, 

all subjects' scores were converted to standard scores. 

The standard score for each subject's response latency was 

subtracted from that subject's standard score for errors, 

and the difference was designated as the subject's score 

for impulsivity (I). Positive scores denoted impulsivity 

and negative scores reflectivity, to th~ relative degrees 

indicated by the absolute value of the score. The impul

sivity scores were used as described earlier to select the 

final sample. 

Data from the viewing diaries for the two one-week 

data collection periods were compiled in the following man

ner. Using tally sheets with a horizontal line for each 

of the 15 program types and a vertical column for each of 

the two color-coded entry types (blue for programs selected 

as desired, red for programs reported as viewed), each sub

ject's diary entries were counted and totaled to yield the 

following: total number of hours of television programs 

selected as desired, total number of hours of television 

programs reported as viewed, total number of hours selected 

as desired of each program type, and total number of hours 

reported as viewed of each program type. 

39 

For the 39 subjects included in the final sample, 

the number of hours desired for each program type were divi

ded by the total number of hours desired for all program 

types and the resulting proportion of overall viewing 
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desires accounted for by the particular program type was 

expressed as a percentage. Similarly, the number of hours 

reportedly viewed for each program type was divided by the 

total number 'of hours of reported viewing to yield a per

centage of viewing accounted for by the particular program 

type. That is, each subject's desire for and reported view

ing of each of the program types was expressed both in abso

lute numbers of hours and as a percentage of overall desire 

and viewing for all program types. For example, the subject 

with a high total of viewing hours for game shows was a 

subject who reported exposure to a large volume of game 

show material during the two diary weeks, irrespective of 

overall level of viewing. The subject with a high percentage 

figure for game shows was a subject who indicated that game 

show viewing was a major portion of overall viewing, irre

spective of whether, in absolute terms, that amounted to 

a large or small number of viewing hours. 

For each of the four groups (impulsive and reflec

tive at each grade level) group means were calculated for 

total number of hours desired and total number of hours 

reportedly viewed. At each grade level and for each tele

vision variable, the difference between the impulsive and 

reflective group means was examined. As a further test of 

relationship between impulsivity and overall amount of de

sire for viewing, and between impulsivity and reported 

actual viewing, the subjects' individual impulsivity, 
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selection and reported viewing scores were used to calculate 

correlation coefficients between impulsivity and total selec

tions, and between impulsivity and total reported viewing. 

In considering the possible relationships between 

impulsivity and particular types of programming, it was 

desired to eliminate from the analysis those program types 

for which levels of selection and viewing were negligible. 

Accordingly, the total hours of selection and of reported 

viewing for each program type were compared with the totals 

for all program types combines, and only program types selec

ted or viewed by at least 20 subjects were included in the 

analysis. 

For each of the program types included in the anal

ysis, and at each of the two grade levels, correlation co

efficients were calculated between impulsivity and each 

of the following: program selections expressed in hours, 

program selections expressed as a percentage of total selec

tions for all program types, reported viewing expressed 

in hours, and reported viewing expressed as a percentage 

of total viewing of all program types. The resulting correla

tion coefficients were arranged in a matrix for examination 

to identify areas of noteworthy relationship as reflected 

by particularly large absolute values of the correlation 

coefficients. 
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The data gathered through the viewing context and 

attitude questionnaire were tabulated and displayed as an 

aid to further interpretation of relationships emerging 

through the group comparisons or examination of the correla

tion table. The questionnaire and summary of responses 

appear in Appendix D. The numerical data from the five view

ing context 

items were averaged for each of the four comparison groups 

and were reported. For each of the eight items dealing with 

attitudes toward television in general and the eighteen 

items of the three program attribute subscales, the numbers 

of subjects in each of the four groups marking "strongly 

agree, agree, disagree," and "strongly disagree," respective

ly, were reported in tabular fashion for inspection. Where 

correlation coefficients between impulsivity and television 

variables suggested a relationship, these tables were con

sulted to determine whether a corresponding difference be

tween impulsive and reflective subjects was apparent in 

context or attitude. 

At a later point in the analysis, an additional 

measure was extracted from the viewing diaries. In order 

to examine the possibility of a relationship between impul

sivity and an inclination to view programs without prior 

planning, the diaries were reexamined and the hours repre

sented by entries for unplanned viewing (marked in red only) 

were totaled in the same manner previously used for the 
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measures described earlier. Correlation coefficients between 

impulsivity and amount of unplanned viewing were calculated 

at each grade level. 

Group and individual profiles were used as a further 

descriptive tool. Each of the four comparison groups was 

described in terms of the variables derived from the diary 

and questionnaire data. Selected subjects, primarily those 

representing extreme values of one variable or of a combina

tion of variables, were similarly described in profile. 



CHAPTER 4 

RESULTS 

Initially, the results of the Matching Familiar 

F~gures test administered to the 39 par~icipating third 

graders and 46 seventh graders were examined with regard 

to the general appearance of conceptual tempo as a variable 

and the consistency of the results obtained with those ob

tained in other settings such as Salkind's (1978) composite 

norm group. Next, the issues of overall volume of television 

use and program choice were considered with reference to 

conceptual tempo. 

Conceptual Tempo 

Primary data provided by the Matching Familiar 

Figures Test consist of two components: response latency 

and error rate. Values obtained appear in Appendix E. Perfor

mance in the sample on both components was generally compar

able to children at the corresponding age levels in 

Salkind's (1978) norm group, although children in the sample 

average somewhat fewer errors than Salkind's group at both 

age levels. The comparison is shown in Table 1. 

The negative correlation between latency and errors 

in the sample was for both grades consistent in direction 

44 
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Table 1 

Mean Latency and Error Scores in Sample and Salkind's 

Norm Group 

Variable 7th Grade 
Sample 

7th Grade 
Norm Group 

3rd Grade 
Sample 

3rd Grade 
Norm 

Mean Latency 10.59 12.59 13.61 13.55 

Mean Errors 6.22 8.02 9.26 12.39 

and larger in absolute value than the corresponding ccrrela-

tions found by Salkind (1978). The values in the sample 

were -0.56 for seventh graders and -0.68 for third graders 

compared to Salkind's values of -0.43 and -0.54, respective-

lye That is, the correlation coefficient found in the sample 

lends at least as much support as did that found by Salkind 

to the treatment of impulsivity as a single variable. 

As described earlier, latency and error scores for 

each subject were converted to standard scores and their 

difference calculated to provide a score for impulsivity. 

Impulsivity values calculated in this manner ranged from 

-5.68 to 3.18 for third graders with mean values of -1.76 

for the reflective group and 1.06 for the impulsive group. 

At the seventh grade level, the range was from -3.81 to 

3.73 with group means of -1.33 and 1.99 respectively. 
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Table 2 

Mean Daily Hours of Programming Selected and Reported 

as Viewed 

Variable 7th Grade 
Impulsive 

n=9 

7th Grade 
Reflective 

n=lO 

3rd Grade 
Impulsive 

n=lO 

3rd Grade 
Reflective 

n=lO 

Selection 4.59 3.98 2.01 2.70 

Viewing 2.68 2.62 1.69 1.95 

Amount of Programming Selected and Viewed 

Overall, the 39 subjects selected 1797 hours of 

television programming as desired viewing. The average per 

subject per day was 3.29 hours of desired selections and 

2.23 hours of reported viewing. At each grade level, the 

impulsive and reflective groups were compared in terms of 

mean daily hours of desired selections and mean daily hours 

of reported viewing. The comparison appears in Table 2. 

None of the differences between reflective and im-

pulsive groups with regard to overall amount of desired 

selection or reported viewing was large. Some general state-

ments, however, may be offered on the basis of a visual 

inspection of the table. 

Seventh graders in the sample selected more hours 

for viewing and reported viewing more hours of television 
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programs than did third graders. This was true for both 

the reflective and impulsive groups, but to a greater extent 

for impulsives than for reflectives. Differences between 

the impulsive and reflective groups were larger for the 

selection of desired programs than for reported actual view

ing. To the extent that the television viewing appetite 

was related to impulsivity, it experiended a reversal be

tween the third grade and seventh grade levels. Selection 

of larger numbers of hours of desired programs was at the 

third grade level somewhat more characteristic of reflec

tives. At the seventh grade level, it was more characteris

tic of impulsives. A reversal in the same sense occurred 

in reported actual viewing, but the magnitudes of the differ

ences were much smaller. The difference between reflectives 

and impulsives in average amount of reported viewing was 

small at the seventh grade level. 

Pearson product-moment correlation coefficients 

between impulsivity and television use gave similar indica

tions. Correlations between impulsivity and reported amount 

of viewing were small: 0.01 at the seventh grade level and 

-0.06 at the third grade level. Correlations between impul

sivity and amount of desired programming selected, while 

still small, were substantially larger and in the same direc

tions suggested by the group comparisons: -0.15 at the third 

grade level and 0.36 at the seventh grade level. 
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Table 3 

Program Type Shares of Total Selection and Viewing Hours 

Type Hours Percent of Hours Percent 
Selected Selections Viewed Viewing 

Situation Comedy 22.2 2.37.0 19.5 

Movie 380.5 21.2 302.5 24.9 

Cartoon 309.5 17.2 222.5 18.6 

Action Drama 169.5 9.4 119.0 9.8 

Game Show 155.5 8.7 77.5 6.4 

Types of Programs Selected and Viewed 

Of the 15 program types identified earlier, many 

received only negligible attention from the subjects. For 

example, only two subjects reported any "talk show" viewing, 

for one hour each. To confine the analysis to viewing cate-

gories for which an adequate informational base was avail-

able, only program types which were selected or viewed by 

at least 20 subjects were included. These were: situation 

comedy, movie, cartoon, action/adventure drama, and game 

show. The numbers of hours reported for selection and viewing 

in each of these five categories, together with the percent-

age shares represented by these numbers of hours, appear 

in Table 3. Similar percentage shares of the total numbers 

of hours were then separately calculated for desired 
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selection and for reported viewing for the impulsive and 

reflective groups at each of the two grade levels. These 

percentage breakdowns appear in Table 4, and give an initial 

indication of the relative prominence of each type of pro

gramming in the desires and viewing habits of impulsive 

as opposed to reflective children. 

As in the case of overall amount of viewing, most 

differences between the reflective and impulsive groups 

were moderate. Again, differences were generally smaller 

for reported viewing than for desired selections; this was 

true in seven of the ten cases presented in the table. The 

most notable contrasts were in the use of game shows by 

seventh graders. The impulsive seventh graders reported 

more than triple the percentage of game shows in their view

ing habits compared to their reflective counterparts. For 

desired selections, the ratio increased to more than eight 

to one. Clearly, a much larger correspondence between pro

gram preference and impulsivity occurred for game shows 

at the seventh grade than for any other program/grade level 

combination. 

A more moderate but noticeable difference between 

reflective and impulsive groups also occurred in the ins~ance 

of the movie program type. Consistent with most of the com

parisons, the relationships for hours of movie viewing selec

ted as desired were in the same directions and somewhat 

larger than those for reported actual viewing. A reversal 
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Table 4 

Program Type Shares by Conceptual Tempo Group (Percent) 

Type 
Selected 

7th Grade 7th Grade 
Impulsive Reflective 

n=9 n=lO 

Situation Comedy 27.6 24.0 

Movie 

Cartoon 

Action Drama 

Game Show 

Type 
Viewed 

15.8 

12.7 

10.7 

16.5 

Situation Comedy 22.9 

Movie 18.2 

Cartoon 14.7 

Action Drama 13.6 

Game Show 10.2 

21. 4 

13.1 

12.3 

2.0 

20.7 

23.2 

17.0 

11.2 

3.0 

3rd Grade 
Impulsive 

n=10 

9.4 

35.5 

21.5 

6.4 

6.4 

13.1 

36.5 

18.8 

5.9 

7.2 

3rd Grade 
Reflective 

n=lO 

20.4 

18.5 

27.0 

5.5 

8.2 

19.3 

25.4 

25.2 

6.6 

5.5 
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in the relationship can be observed by comparing third 

graders and seventh graders with respect to moyie program

ming Both selection and viewing of movies was higher for 

impulsives at the third grade level, but higher for reflec

tives at the seventh grade level. The remainder of the poten

tial relationships between impulsivity and program type 

available for inspection in this table were relatively 

small, and in some cases, inconsistent. Irrespective of 

conceptual tempo, situation comedies and action/adventure 

programs captured a larger share of both selections and 

reported viewing hours for seventh graders than for third 

graders, while cartoon viewing captured smaller shares. 

As a follow-up to these group comparisons, correla

tion coefficients were calculated between impulsivity and 

each of the four television program type measures: desired 

selections expressed in hours, reported viewing expressed 

in hours, desired selections expressed as a percentage of 

the total and reported viewing expressed as a percentage. 

The resulting 40 correlation coefficients were displayed 

in Table 5. In this table, although the absolute values 

of correlation coefficients were larger for program selec

tion than for reported viewing in a majority of the 20 pos

sible comparisons in the table, the majority consisted of 

just 12 of the 20 cases. 

As in the case of the group comparisons, the most 

striking feature of the table of correlation coefficients 
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Table 5 

Correlations of Conceptual Tempo with Program Type 

r for r for r for r for 
Type Hours Hours Percent of Percent 

Selected Viewed Selections Viewing 

Seventh Grade n=19 

Situation Comedy 0.355 -0.049 0.236 0.102 

Movie -0.154 -0.147 -0.418 -0.209 

Cartoon 0.187 -0.060 -0.140 -0.112 

Action Drama 0.208 0.254 0.221 0.269 

Game Show 0.564 0.243 0.515 0.454 

Third Grade n=20 

Situation Comedy-0.001 0.052 0.033 -0.074 

Movie 0.067 -0.061 0.215 -0.215 

Cartoon -0.551 -0.370 -0.373 -0.121 

Action Drama -0.112 0.003 0.062 0.135 

Game Show 0.143 0.319 0.176 0.385 



was the relationship between impulsivity and game shows 

at the seventh grade level. Of the four correlation coeffi

cients in this portion of the table, three were at or above 

0.45. The largest of these coefficients are for selection, 

as opposed to viewing, indicating a strong preference for 

these programs among impulsive seventh graders. 

The relationship between impulsivity and game shows 

is not altogether absent at the third grade level. Those 

correlation coefficients are likewise positive and among 
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the larger values in the table, though not as large as those 

for seventh graders. Further, for the third grades, the 

correlations between impulsivity and game shows are larger 

for reported viewing than for selection, contrary to the 

majority of cases in the table and contrary to the corres

ponding relationships in seventh graders. One way of des

cribing this result would be to say that the younger child 

who experiences substantial amounts of game show viewing 

appears more likely to be impulsive, while the older child 

who is impulsive appears more likely to select substantial 

volumes of game show viewing. 

A second striking relationship appearing in the 

table of correlation coefficients is that of reflectivity 

(or negative impulsivity) to cartoons in third graders. 

For the third graders, while other programs such as movies 

and situation comedies are widespread favorites irrespective 

of conceptual tempo, cartoons appear to be markedly the 
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choice of the reflective children. The correlation -0.55 

between impulsivity and cartoon selection expressed in hours 

is negative and has the second largest absolute value in 

the table. The relationship appears to be specific to the 

younger group; at the seventh grade level the relationship 

has virtually disappeared for reported viewing and has 

actually reversed for desired selection, assuming a positive 

value of 0.19. That is, cartoons appeared to be the prefer

ence of reflective third graders and impulsive seventh 

graders. 

Since most of the group comparisons and correlations 

yielded very small measures of relationship not approaching 

significance, the data were subjected to two further analyt

ical steps. First, given the key role of time both as a 

structural feature of television programs and as a component 

of conceptual tempo, the time-related aspect of conceptual 

tempo (response latency) was compared separately with the 

program type variables. That is, correlation coefficients 

parallel to those shown in Table 5 were calculated, using 

the single component of response latency in place of the 

composite variable impulsivity. The results appear in Table 

6. Since response latency is a negative component of impul

sivity, correlation coefficients of opposite sign and gen

erally smaller absolute value were anticipated in construct

ing the new table, and were, in general, the most common 



Table 6 

Correlations of Latency with Program Type in Hours 

Type 

Seventh Grade 

Situation Comedy 

Movie 

Cartoon 

Action Drama 

Game Show 

Third Grade 

Situation Comedy 

Movie 

Cartoon 

Action Drama 

Game Show 

r for 
Hours 
Selected 

n=19 

-0.325 

0.136 

'-0.124 

-0.372 

-0.577 

n=20 

-0.050 

0.015 

0.602 

0.042 

-0.091 

r for 
Hours 
Viewed 

0.168 

0.101 

0.053 

-0.281 

-0.291 

-0.128 

0.135 

0.505 

-0.082 

-0.237 

55 
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occurrence. No additional relationships of noteworthy magni

tude were revealed. 

Second, the subjects' viewing diaries were reviewed 

and an additional variable tabulated: unplanned viewing. 

Unplanned viewing was defined as the number of hours reported 

by each subject as viewing programs which had not previously 

been selected. Values for unplanned viewing ranged widely 

from zero to 50.5 hours, with the largest values for sub

jects of intermediate (near zero) impulsivity. While it 

was apparent that a linear correlation coefficient in this 

instance would be negligible, the occurrence of large volumes 

of unplanned viewing by subjects of intermediate impulsivity 

appeared to be a pattern and is depicted in the form of 

a scatter diagram in Figure 1. 

viewing Context and Attitudes Toward Television 

The first portion of the questionnaire consisted 

of five items dealing with family size and structure, number 

of television sets in the household and size of the typical 

viewing group. Specifically, subjects were asked the number 

of persons living in their homes, the number of adults in 

the household, the number of children younger than the sub

ject (which provided an indirect indication of birth order, 

or seniority among the children in the household), number 

of television sets in the home, and the number of people 

most often watching television together in the horne. Mean 
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values of these variables were calculated within each of 

the four groups, and the impulsive and reflective group 

means were compared at each grade level. The comparison 

appears in Table 7. No appreciable difference between impul

sive and reflective group means appeared with respect to 

any of these variables. Additionally, for the various areas 

of potential relationship suggested by the group comparisons 

and correlation coefficients mentioned earlier (such as 

impulsivity and game show viewing in seventh graders), indi

vidual subjects exhibiting unusually large or small values 

either for impulsivity or for selection or viewing of the 

particular program type were examined with regard to these 

five contextual variables. No notable correspondences were 

found between extreme values on any of the contextual vari

ables and extreme values for volume of viewing, selection 

or viewing by program type, or impulsivity. For example, 

the seventh-graders highest in game-show selection and mak

ing the largest contributions to the positive correlation 

between impulsivity and game show selection at this grade 

level, did not exhibit any unusual characteristics in terms 

of family size, number of adults in the household, birth 

order, number of television sets or size of the typical 

viewing group; they were generally typical of the overall 

sample in these respects. 

A similar examination was performed with regard 

to the eight attitude items of the questionnaire. Each of 



59 

Table 7 

Means and Standard Deviations of Responses to Viewing Context 

Questions, by Conceptual Tempo Grouping 

Seventh Grade Impulsive Reflective 

n=19 x s x s 

Number of 4.8 1.32 4.8 1.32 
Occupants 

Number of 2.4 0.97 2.2 0.42 
Adults 

Seniority of 1.9 0.73 1.9 1.10 
Child 

Number of 3.2 1.32 3.6 1.08 
Receivers 

Viewing 2.9 0.99 3.7 1.34 
Group Size 

Third Grade 

n=20 

Number of 4.8 1.48 4.3 0.95 
Occupants 

Number of 2.2 0.63 2.3 0.68 
Adults 

Seniority of 1.8 0.90 1.9 0.74 
Child 

Number of 3.1 1.37 2.4 0.84 
Receivers 

Viewing 3.5 1. 78 3.2 1.14 
Group Size 
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the four-point Likert items presented a statement about 

the appeal or value of television or the subject's possible 

inclination to protect television viewing from interruption 

or distraction. In each case, the four possible responses 

were assigned values from one to four, with the maximum 

value corresponding to the answer reflecting greatest appeal 

or value for television viewing, or the ~~eatest inclination 

to protect the viewing experience from interruption or dis

traction. Mean scores for each item were calculated within 

each of the four grade/conceptual tempo groups. These group 

means appear in Table 8. At each grade level, impulsive 

and reflective groups were compared on each item. No notable 

differences between impulsive and reflective groups were 

apparent with respect to any of the items. As in the case 

of the contextual variables discussed above, individuals 

making the greatest contributions to noteworthy group differ

ences or correlation coefficients relating to television 

use to conceptual tempo were examined and were not found 

to exhibit uncharacteristically large or small values for 

any of the attitude items. 

The remaining 18 items of the questionnaire, divided 

into three subscales, as described in the preceding chapter, 

were originally intended to reflect possible differences 

between reflective and impulsive subjects in their respon

siveness to three different categories of program attributes 

designated as characters, motifs and structures. Responses 
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Table 8 

Means of Responses to Attitude Toward Television Items, 

by Conceptual Tempo Grouping 

Item Number Grade 

7 3 

Impulsive Reflective Impulsive Reflective 
n=9 n=lO n=lO n=10 

6. 2.7 3.1 2.8 2.8 

7. 3.0 3.3 2.2 2.8 

8. 1.5 1.6 2.1 1.4 

9. 1.7 2.3 2.0 2.1 

10. 3.2 3.0 3.2 3.0 

II. 2.9 2.8 2.0 2.5 

12. 2.3 2.2 1.9 2.1 

13. 3.3 3.3 3.2 3.3 
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to these items were not assigned point values, and according

ly, group means were not calculated. A summary of the num

bers of subjects in each grade level and conceptual tempo 

group giving "each possible response to each item appears, 

together with all questionnaire results in Appendix D, as 

noted earlier. 

An extreme response (strongly agree or strongly 

disagree) was intended to indicate that the attribute repre

sented by the item was relatively important to the subject 

in forming attitudes about a television program; an inter

mediate response (agree or disagree) was intended to indi

cate that the attribute was of less importance to that sub

ject. For each program attribute subscale (characters, 

motifs, and structures), the number of extreme responses 

was totaled for reflective and impulsive subjects and com

pared. For the characters and motifs subscales, the group 

differences were small; items of the characters subscale 

brought extreme responses from 35 impulsive and 39 reflec

tive subjects, while items of the motifs subscale brought 

extreme responses from 49 impulsive and 50 reflective sub

jects. For the structures subscale, a modest difference 

did appear. The structures subscale brought 31 extreme 

responses from impulsive subjects and 44 from reflective 

subjects. This entire difference was attributable to "strong

ly disagree" responses; the number of "strongly agree" 

responses was 26 each for the impulsive and reflective 



groups. Reflective subjects were noticeably more likely 

to express a strong disaffection for several structural 

attributes than were impulsives. This occurred even for 

items worded 'in opposite senses. For example, reflectives 

outnumbered impulsives six to one in strongly disliking 

long story format programs and three to zero in strongly 

disliking short story format programs. It should be remem

bered that these results do not reflect a general dislike 

of such programs since the numbers of responses favorable 

63 

to the attributes were substantially larger than the unfavor

able responses for impulsives and reflectives alike. 

A detailed examination of the numbers of impulsive 

and reflective subjects giving each possible response to 

each subscale item showed fairly comparable numbers of re

sponses from impulsives and reflectives at each level of 

nearly every item. Differences of notable magnitude were 

confined to very restricted areas. 

Item 24 stated a preference for programs about 

"smart people." This item received a total of 20 favorable 

(strongly agree and agree) and 19 unfavorable (disagree 

and strongly disagree) responses. The 20 favorable responses 

were differentiated both by grade level and by conceptual 

tempo to a notable degree. Favorable responses were given 

by 13 third graders and 7 seventh graders; by 13 reflective 

and 7 impulsive subjects. 
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Item 27 stated a preference for "long story" pro

grams. Of the 19 favorable responses to this item, 13 were 

from third graders and 6 from seventh graders; 12 from impul

sive subjects and 7 from reflective subjects. 

Group and Individual Profiles 

As a further aid to interpretati.on, profiles or 

summary descriptions were prepared of each of the four com

parison groups and selected individual subjects in terms 

of the relevant variables. 

Third Grade Impulsive Group 

The third grade impulsive group was composed of 

ten subjects, eight Anglo and two Mexican-American, three 

male and seven female. They selected a mean of 2.0 hours 

daily and reported viewing a mean of 1.7 hours daily. Their 

impulsivity ranged from 0.03 to 3.18 with a mean of 1.06. 

Of all four groups, this group both selected and 

reported viewing the smallest overall amount of television 

programming. The most noteworthy characteristic of its pro

gram choice pattern was the proportion of total selections 

occupied by movies. The figure of 34.1% of all selections 

devoted to movies was the highest among the four groups; 

it was compared in particular with the reflective third 

graders (21.5%) and impulsive seventh graders (15.8%). The 

reported movie viewing proportion of 31.7% of all viewing 
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hours was roughly comparable to the reflective third graders 

and higher than for either group of seventh graders. 

This group was also somewhat higher in the propor

tion of action/adventure drama selection and viewing and 

in game show viewing (but not selection) than the reflective 

third graders. 

Third Grade Reflective Group 

The third grade reflective group was composed of 

ten subjects, nine Anglo and one Mexican-American, three 

male and seven female. Their impulsivity ranged from -0.14 

to -5.68 with a mean of -1.76. They selected a mean of 2.7 

hours daily and reported viewing a mean of 2.0 hours daily. 

This group used television somewhat more than its 

impulsive counterpart but substantially less than either 

of the seventh grade groups. The most noteworthy aspect 

of its television program use pattern is the preference 

for cartoons. The proportion of cartoon viewing reported 

by this group (29.9%) is somewhat higher, and that of car

toon selection (31.5) also somewhat higher than for the 

corresponding values in the third grade impulsive group 

and considerably higher than those for either seventh grade 

group. 

Seventh Grade Impulsive Group 

The seventh grade impulsive group was composed of 

nine subjects, all Anglo, six male and three female. Their 



impulsivity ranged from 0.54 to 3.73 with a mean of 1.99. 

They selected a mean of 4.6 hours of television programming 

daily and reported viewing a mean of 2.7 hours daily. 
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This group was the highest of the four in both total 

hours of selections and total hours of reported television 

viewing. The most noteworthy aspect of its program selection 

pattern was its preference for game shows. While the game 

shows, with a proportion of 16.5% of total selections and 

10.2% of total viewing was by no means the most popular 

program type for the seventh grade impulsive group (most 

popular was the situation comedy, with 27.6% of selections 

and 22.8% of total reported viewing), it is certainly the 

instance in which impulsives and reflectives were most sharp

ly differentiated. The selection and reported viewing fig

ures cited above compare with 2.0% of selections and 3.0% 

of reported viewing for the seventh grade reflective group. 

This group was also modestly lower in movie selection and 

viewing than its reflective seventh grade counterpart. 

Seventh Grade Reflective Group 

The seventh grade reflective group was composed 

of ten subjects, all Anglo, six male and four female. Their 

impulsivity ranged from -0.33 to -3.81 with a mean of -1.33. 

They selected a mean of 3.9 hours daily and reported viewing 

a mean of 2.6 hours daily. 

This group ranked second out of the four groups 

in overall amount of television use, both selection and 
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reported viewing. The most noteworthy feature of its program 

use pattern is its very low proportion of game show selec

tion and viewing. Its proportions of 2.0% of selections 

and 3.0% of reported viewing make it easily the lowest of 

the four groups in game show use. This group was also higher 

in movie use (21.3% of selections and 23.19% of reported 

viewing) than the seventh grade impulsive group (15.8% of 

selections and 18.2% of reported viewing, marking a reversal 

from the third grade level, where movie viewing was heaviest 

among the impulsive group. The seventh grade reflective 

group was reasonably comparable with the impulsive group 

in exhibiting a decline from third grade in cartoon use 

and an increase in situation comedy use, both in terms of 

selection and reported viewing. 

Most Impulsive Third Grader 

The most impulsive third grade subject, with an 

impulsivity of 3.18 was atypical in terms of overall amount 

of selection and viewing. Although a member of the group 

with the lowest average selection and viewing amounts of 

the four groups, this subject was the heaviest television 

user group. That is, this subject was highly expressive 

of the group's impulsive identity, but highly contrary to 

the group's temperate viewing and selection habits. The 

subject's daily mean selection (4.9 hours) and reported 

viewing (3.0 hours) outstrip the means of even the heaviest 
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of the three remaining groups, the seventh grade impulsives, 

although certain other individuals did exhibit still higher 

values. 

This subject did represent the possible relationship 

between game shows and impulsivity. At the same time the 

impulsivity value of 3.18 was the highest in the third grade 

groups, the proportion of game show selection (20.3%) and 

viewing (28.5%) were likewise the highest in the third grade. 

Similarly, just as the thiid grade impulsive group 

was below the reflective group in cartoon selection and 

viewing, the most impulsive subject was well below even 

his own group's mean for proportion of cartoon selection. 

The subject's proportion of cartoon selection was 8.7% com

pared to the impulsive group mean proportion of 25.5% and 

the reflective group mean of 31.2%. 

Most Reflective Third Grader 

The most reflective third grade subject, with an 

impulsivity of -5.68 was neither a heavy nor a light user 

of television, with mean daily selections of 3.7 hours and 

mean daily reported viewing of 2.0 hours which do not differ 

markedly from the corresponding means for the sample as 

a whole. 

The subject's selection and viewing reports were 

in two respects consistent with the expectations suggested 

by analysis of the group data: very high proportions of 



cartoon selection and viewing and very low (actually zero) 

game show selection and viewing. The proportions of cartoon 

selection (64.1%) and viewing (49.1%) were well above the 

third grade reflective group means of 31.2% and 29.9%, re

spectively. Situation comedy selection and viewing for this 

-subject were also zero. In other respects, selection and 

viewing were relatively consistent with the group of which 

the subject was a member. 

Most Impulsive Seventh Grader 

The most impulsive seventh grade subject, with an 

impulsivity of 3.73, although extreme in impulsivity, was 

not particularly extreme in other respects. The mean daily 

amount of selection was 3.92 hours, and of reported viewing 

was 2.75 hours. Both of these values are close to the means 

for the seventh grade impulsive group of which this subject 
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is a member. Most of the proportions of particular program 

type selections and reported viewing hours were quite repre

sentative of the group. The potential relationship of particu

lar interest in the case of seventh grade impulsives was 

game show viewing; in this respect, the subject's proportion 

of selections (8.2%) was actually somewhat below the figure 

for the seventh grade impulsive group (16.5%) although still 

well above the figure for the seventh grade reflective group 

(2.0%). 



Most Reflective Seventh Grader 

The most reflective seventh grade subject, with 

an impulsivity of -3.81, was reasonably representative of 
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the seventh grade reflective group in terms of overall amount 

of television use, although the selection mean of 3.2 hours 

daily was somewhat below the group figur,e and the reported 

viewing mean of 3.0 hours daily was somewhat above the group 

figure. The difference between selection and viewing hours 

per day was among the smallest in the group, although no 

such result was noted for the most reflective third grader, 

and other subjects with small differences between selection 

and viewing occurred near the zero value for impulsivity. 

The proportion of cartoon selection (21.7%) was the highest 

in the seventh grade reflective group, and the proportion 

of reported cartoon viewing (25.0%) was second highest in 

the same group. Game show selection and viewing were both 

at zero for this subject. 

Heaviest Selector of Game Shows 

The subject whose program choices were most heavily 

dominated by game shows (31.4%) was a seventh grade impulsive 

subject, and was, in fact, the second most impulsive subject 

at the seventh grade level, with an impulsivity of 3.51. 

The same subject was also a very heavy selector of television 

programs in general, and was ranked third out of the 39 

subjects in the study in total volume of selections made. 
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Daily selections reached a mean of 6.9 hours for this sub

ject. Reported viewing hours were not similarly high, achiev

ing a mean of only 1.85 hours daily and resulting in a very 

large gap between selection and viewing hours for this sub

ject. This subject was one of only three subjects in the 

study indicating only a single television receiver in the 

home. The subject having the largest proportion of game 

show reported viewing (as opposed to selection) was also 

a member of the seventh grade impulsive group but was the 

least impulsive member of the group (impulsivity 0.54) and 

was not selected to be profiled. 

Lightest Selector of Game Shows 

Of the 39 subjects in the sample, 19 selected no 

game shows whatever. The third graders selecting no game 

shows included six impulsives and five reflectives. The 

seventh graders selecting no game shows included two impul

sives and six reflectives. 

Other Profiles Sought 

Selection and viewing data were examined in an 

attempt to isolate individual subjects having extremely 

high or low levels of selection or viewing with respect 

to each of the other four program types considered in the 

analysis. Generally, no striking examples emerged. In some 

cases, such as movie selection and viewing, several compar

ably sized values emerged for subjects distributed across 
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the comparison groups and at various levels of impulsivity 

so that the selection of an instance would not be particular

ly illustrative of any pattern. 



CHAPTER 5 

DISCUSSION 

This chapter will present the principal conclusions 

suggested by the data and the implicatiQns for future re

search. To begin with, the data provided little or no sup

port for a view of conceptual tempo as a chief cause or 

consequence of any aspect of television use. They did, how

ever, suggest a distinct possibility of a contributory role 

of conceptual tempo as a partial cause or consequence of 

the use of certain kinds of television programs by certain 

children of above average achievement. 

Amount of Television Selection and Viewing 

Group comparisons suggested that overall amounts 

of television selection and viewing were much more strongly 

associated with age (or grade level) than with conceptual 

tempo. Older children selected and reported viewing more 

television than younger children. This might be expected, 

since older children have a broader base of experience and 

more extensively developed communication skills with which 

to decode television program messages, many of which have 

been developed primarily for adolescent and adult audiences. 

They may also have later bedtimes, and consequently more 

waking hours in which to view television. 

73 



74 

Individual subjects varied widely in the amount 

of television programming selected and viewed. Subjects 

also varied widely in impulsivity as measured by the MFF. 

The association between amount of television and impul

sivity, however, was slight. This was true at both grade 

levels and for both television measures, selection and view

ing. To a modest degree, however, viewing was heavier for 

reflective third graders and impulsive seventh graders than 

for the other two groups. 

The group comparison within the third grade appears 

logically consistent with the comparison between grades. 

Seventh graders use more television and are more reflective 

than third graders. Reflective third graders modestly re

semble the seventh graders both in their greater reflec

tivity and in their heavier use of television. They could, 

therefore, be described as psychologically more mature than 

the impulsive third graders in these two repects. 

The group comparison within the seventh grade, how

ever, presented a different picture. Impulsive seventh 

graders might have been considered less mature than reflec

tive seventh graders, and therefore would have been expected 

to use less television. The opposite was found; impulsive 

seventh graders watched somewhat more television than did 

reflective seventh graders. 

Reasons for this reversal are not immediately appar

ent, but it should be remembered that most seventh graders 
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are slightly beyond the age range in which reflectivity 

increases rapidly with age. In addition, amount of tele

vision viewing declines somewhat in the teen years (Nielsen, 

1984). That is, the developmental trends seen in third 

graders may not be an appropriate explanation when applied 

to seventh graders. 

It was mentioned earlier that conceptual tempo, 

where found to be associated with television use, could 

be interpreted as a causal factor, a consequence, or even 

as both at once. That is, impulsivity (or reflectivity) 

would encourage selection and viewing of amounts or types 

of programs which, in turn, foster increased impulsivity 

(or reflectivity). The distinction between desired viewing 

and reported actual viewing was intended to provide at least 

some indication of the predominant directional quality of 

the relationships that might be found to occur. 

In the case of the seventh graders, among whom impul

sives view more television that do reflectives, the question 

might be phrased "Do they watch more because they are impul

sive, or are they impulsive because they watch more?" If 

conceptual tempo were thought to influence viewing, it would 

almost necessarily do so through the generation of desires 

and preferences in the viewer. The blue diary entries for 

desired program selections sought to reflect those desires 

and preferences directly. Reported viewing, of course, bore 

considerable resemblance to selections, indicating that 



many children are largely permitted to make their own pro

gram choices. To the extent that viewing reports differed 

from selection reports, however, they presumably differed 

for a combination of reasons that may have included adult 

regulation of viewing, compromise with other members of 

the immediate viewing group or the unexpected emergency 

of alternate activity choices. Reports of viewing hours, 

however, are presumably direct reports of exposure to pro

grams, and therefore of the opportunity for those programs 

to act an influence on the subject. Consequently, when con

ceptual tempo was more strongly associated with selection 

than with reported viewing, it was seen as predominantly 
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a program preference influenced by conceptual tempo. When 

conceptual tempo was more strongly associated with reported 

viewing than with selection, it was seen as having a greater 

likelihood of representing an influence of television use 

on conceptual tempo. 

Since, at both grade levels, conceptual tempo was 

more strongly associated with the amount of television pro

gramming selected as desired than with the amount of tele

vision programming reportedly viewed, it appeared likely 

that conceptual tempo was more heavily a causal factor than 

a consequence of differences in amount of television use. 

This was one of a number of instances in which conceptual 

tempo appeared to function more as a cause than a conse

quence of some particular aspect of television use. 
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Types of Programs Selected and Viewed 

With respect to the types of programs selected and 

viewed, differences between impulsive and reflective subjects 

were, in many instances, negligible. In certain cases, how

ever, notable group differences did appear, accompanied 

by correlations between conceptual tempo and the predominance 

of a particular program type in the subfect's overall selec

tions or viewing. Given the small sample and the uncertain 

degree or reliability of the diary measures, chance variation 

cannot be ruled out as an explanation of these differences. 

Nonetheless, other explanations may be considered. 

As in the case of overall amount of program selection 

and viewing, associations between conceptual tempo and the 

predominance of particular program types were, more often 

than not, stronger for program selection than for reported 

viewing, lending further support to a view of conceptual 

tempo as influencing program choice rather than being molded 

by exposure to certain program types. By far the largest 

such association was between impulsivity and game show selec

tion in seventh graders, in which instance game shows cap

tured a proportion of total selections about eight times 

as large for impulsive subjects as for reflective subjects. 

The direction of the relationship with reported viewing 

was the same, but the ratio was only about three to one. 

Third graders also exhibited an alignment between 

impulsivity and game shows, although somewhat more moderate. 
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At the third grade level, however, the association was 

stronger for game show viewing than for selection. Again, 

while chance variation could account for the reversal of 

selection and viewing measures between the two grade levels, 

another interpretation would also be consistent with the 

data. Since conceptual tempo appears to be more stable in 

seventh graders than in third graders (Salkind, 1978), heavy 

game show viewing could be seen more as an influencing fac

tor in third graders, encouraging impulsivity which, in 

turn, contributes to strengthening the preference for game 

shows which was observed in the seventh graders who were 

impulsive. 

The fact that a comparatively strong association 

between impulsivity and game shows was observed while other 

relationships between impulsivity and other program types 

ranged from moderate to negligible raised the question of 

why this particular relationship might be so much stronger 

than others. One possible explanation lies in the great 

similarity between the question-and-answer format of game 

shows and the format of the Matching Familiar Figures test 

used to generate impulsivity scores. Many of these shows 

place a premium on the fastest possible response, inviting 

performance by the home viewer who attempts to answer the 

questions faster than the studio contestant. Correct answers 

are immediately furnished which may trigger direct self-rein

forcement, and prizes awarded to studio contestants can 
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serve as vicarious reinforcers. Seldom, if ever, is deferred 

judgement rewarded. 

The appearance of the most marked relationship spe

cifically in"an instance characterized by close correspon

dence between the test format and the television program 

format suggests a further line of investigation which was 

not addressed in the present study. Might impulsivity take 

several distinct but analogous forms? The MFF test examines 

relative speed and accuracy in selecting matching drawings. 

Might relative speed and accuracy in selecting, for example, 

verbal responses, mathematical expressions or social behav

iors define a distinct construct? Would impulsivity in any 

of these contexts correlate with impulsivity as measured 

by the MFF? Such questions bear further investigation and 

would help clarify the essential nature of conceptual tempo. 

The alignment of movie viewing with conceptual tempo 

at the seventh grade level was not surprising, since long

format programs such as feature films generally offer more 

high-ambiguity predictive tasks, more information to be 

processed and more time to arrive at conclusions than is 

generally the case with shorter dramatic programs such as 

situation comedies or with programs such as game shows. 

Accordingly, movies were more heavily favored by reflective 

subjects at the seventh grade level. The opposite, however, 

was true at the third grade level: movie viewing was more 

characteristic of impulsive subjects. This reversal raised 



the question of whether the content of particular programs 

is actually perceived and used in the same way by different 

children, and, in this instance, by children at different 

grade levels; Seventh grade children, for example, might 

be expected to have the decoding skills necessary to become 

involved with the plot of adolescent and adult dramatic 

material, and to attempt to use information given to draw 

inferences and make predictions. Third graders viewing the 

same feature film might be less equipped to deal with the 

plot structure and to use the film instead as an extended 

opportunity for exposure to particularly appealing scenes, 

events or characters. 
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The case for differences by age or grade level in 

ways of using content in the same programs is further illus

trated by the strong preference for cartoons by reflective, 

as opposed to impulsive third graders, a preference which 

disappears (or slightly reverses) at the seventh grade level. 

We might imagine that the third graders find the plot struc

tures of these cartoons well suited to the development of 

their decoding and reasoning skills, and that therefore 

they are popular with reflective third graders. At the 

seventh grade level, these same reflective children may 

have abandoned cartoons in favor of feature films or books, 

leaving the cartoons to the impulsive children. 

The program attribute subscales of the television 

attitude questionnaire, while intended to give at least 
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a preliminary indication of differences in the program char

acteristics used by children in forming program preferences, 

in fact provided little differentiation between impulsive 

and reflective children in this regard. In one instance, 

that of the long story format (which is particularly descrip

tive of television movies), the groups that preferred 

movies, shown by their diary selections,' were also the 

groups that indicated a positive affect for "programs that 

tell a long story." While this by no means conclusively 

establishes a lack of differences in the way those groups 

perceive and use the information contained in those movies, 

it does indicate a parallel interes~ in "long stories" as 

opposed to an interest that might have emerged for one or 

more popular motifs or character types. If there are impor

tant differences in the way children use program content, 

those differences have yet to be demonstrated. 

Suggestions for Further Study 

A chief purpose of this exploratory study was to 

secure indications of promising directions for future re

search. The finding of apparent relationships between concep

tual tempo and certain specific program preferencs supports 

the pursuit of research into relationships between concep

tual tempo and the nature of particular television programs. 

It also suggests that the prospect of research productivity 

would be enhanced by improving both the definition of concep

tual tempo as a construct or family of constructs and the 



definitions of the program characteristics most likely to 

be functionally related to conceptual tempo. 
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Definition of conceptual tempo appears to call for 

the development of a variety of measures of relative 

decision-making speed and accuracy across a variety of tasks 

and contexts. Definition of the most relevant attributes 

of television programs appears to call for a close compar

ison of selection and viewing habits with program content 

analyses and measures of children's attention to, retention 

of and use of various program content features. Instruments 

intended for some of these purposes in the present study 

were experimental, and further development is necessary 

to identify appropriate constructs and to develop reliable 

and valid measures. 

Relationships between conceptual tempo and tele

vision variables differed across the two grade levels in

cluded in the study. These differences raised developmental 

issues to which reference has been made, but did not resolve 

them, since differences between third graders and seventh 

graders at a single point in time are not necessarily the 

same differences that would be found as developmental 

changes if the same third graders were tracked until they 

reached the seventh grade. Although costly and difficult, 

longitudinal studies following changes in relationships 

between television use habits and particular forms of concep

tual tempo in the same subjects over an extended period 



of time could be expected to contribute much to an under

standing of the developmental aspects of the relationships. 
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The issue of causal direction of relationships is 

certainly a central concern, and one about which only highly 

tentative statements could be made in the present study. 

Experimental research might be an ideal solution, although 

the methodological obstacles are formidahle. Both television 

use habits and conceptual tempo are subject to change, but 

ordinarily not to rapid change. Effects of experimental 

treatments might not be expected to become noticeable with

out experimental periods of a year or more. Certainly major 

interventions in children's television viewing habits for 

such extended periods, if possible at all, would present 

problems in the recruitment of the sample and in the uniform 

administration of treatments. Much the same would be true 

in the event of treatments seeking to teach directly for 

change in conceptual tempo while observing possible changes 

in television use habits as dependent variables. Short of 

experimental approaches, longitudinal designs would afford 

the opportunity to apply lagged regression analysis tech

niques which, while still not conclusive, might constitute 

some improvement over present understandings about the prob

able causal direction of relationships. 

Finally, it should be recognized that the sample 

for the present study was relatively small, and was not 

selected randomly from a broad accessible population. Given 



the refinement of variables and strategies described above, 

the use of a substantially larger sample would contribute 

to the development and testing of hypotheses at specified 

levels of significance. Replication in dissimilar settings 

and meta-analysis would enhance interpretation and general

ization from the findings. 
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APPENDIX A 

DIRECTIONS FOR MATCHING FAMILIAR FIGURES 

"I am going to show you a picture of something you 

know and then some pictures that look like it. You will 

have to point to the picture on this bottom page (point) 

that is just like the one on this top page (point). Let's 

do some for practice." E shows practice items and helps 

the child find the correct answer. "Now we are going to 

do some that are a little bit harder. You will see a picture 

on top and six pictures on the bottom. Find the one that 

is just like the one on top and point to it." 

E will record latency to first response to the half

second, total number of errors for each item and the order 

in which the errors are made. If S is correct, E will praise. 

If wrong, E will say, "No, that is not the right one. Find 

the one that is just like this one (point)." Continue to 

code responses (not times) until child makes a maximum of 

six errors or gets the item correct. If incorrect, E will 

show the right answer. 

It is necessary to have a stand to place the test 

booklet on so that both the stimulus and the alternatives 

are clearly visible to the S at the same time. The two pages 
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should be practically at right angles to one another. 

Note: It is desirable to enclose each page in clear plastic 

in order to keep the pages clean. 
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APPENDIX B 

INSTRUCTIONS FOR VIEWING DIARIES 

A Message To Parents: 

Many thanks for helping your child to participate in this 
study about television viewing and thin~ing skills. We hope 
the results will contribute to a body of literature on 
effects of television that can be helpful to parents, 
teachers and program producers. The viewing diary task is 
fairly simple, but to insure accuracy, I'd be grateful if 
you'd read through the instructions, be sure your child 
understands them, and check over the diary afterward to 
see that it's been filled out. Your help will be appreciated 
during each of the two one-week diary periods in the study. 
Thanks again! 

Sincerely, 

Michael A. Thomsen 
Department of Educational Psychology 
University of Arizona 

Television Viewing Diary Instructions: 

Your envelope contains a red and blue pencil and a special 
copy of TV Guide. Please use them to keep a record of what 
you would pick out if you could choose anything you'd like 
to watch, and also what you actually do watch on TV for 
the days that are in this TV Guide. Here's how to do it, 
step by step. Please check each step to make sure you've 
done it: 

1. Each day, when you first watch TV, decide what times 
during the day you'd like to watch TV. Open the 
TV Guide and see what's on at that time on the 
channels you get at your house. 
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2. For each time of day you'd like to watch TV (4:30 
in the afternoon), pick out the one program you'd 
most like to watch and draw a circle w~th blue pencil 
around the name of the program. When you've done 
this for all the times you'd like to watch TV today, 
YOu're finished with the blue pencil until tomorrow. 

3. Watch whatever you normally would on TV. Some pro
grams may be the ones you circled in blue and some 
may not. Some may be programs you decided to watch, 
some may be programs someone else picked out. 

4. Whenever you finish watching a program, open your 
TV Guide and draw a red penciI circle around the 
name of the program.-rI it's a program you picked 
before, it will now have both a red and a blue cir
cle. It not, it'll just have a red circle. 

5. At the end of the day, look back through the guide 
and be sure you circled all the programs you watched 
in red. If you missed any, mark them now. If you 
saw more than half of any program, mark it; less 
than half, don't mark it. 

6. Give the TV guide to your teacher on Monday. Thanks 
for helping! 



APPENDIX C 

DEMOGRAPHIC INFORMATION 

Third Grade Impulsive Group 

Impulsivity Sex Anglo/ Stanine Stanine 
Hispanic Reading Math 

3.18 F A 7 9 

2.61 F A 8 6 

1. 56 F A 7 7 

1.10 M H 6 7 

0.65 F A 6 7 

0.58 F A 6 5 

0.39 F A 6 5 

0.14 M A 8 9 

0.03 M H 7 7 
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DEMOGRAPHIC INFORMATION 

Third Grade Reflective Group 

Impulsivity Sex Anglo/ Stanine Stanine 
Hispanic Reading Math 

-0.14 F A 8 9 

-0.22 F A 5 6 

-0.35 F A 6 6 

-0.83 F H 6 6 

-1. 04 M A 8 8 

-1.18 M A 8 8 

-1.40 F A 7 6 

-2.98 F A 8 6 

-3.77 F A 7 8 

-5.68 M A 9 7 
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DEMOGRAPHIC INFORMATION 

Seventh Grade Impulsive Group 

Impulsivity Sex Anglo/ Stanine Stanine 
Hispanic Reading Math 

3.73 M A 4 5 

3.51 F A 8 8 

3.51 M A 7 7 

2.80 M A 5 6 

1. 41 F A 8 7 

1.16 M A 9 7 

0.67 F A 7 6 

0.59 M A 7 7 

0.54 M A 6 7 
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DEMOGRAPHIC INFORMATION 

Seventh Grade Reflective Group 

Impulsivity Sex Anglo/ Stanine Stanine 
Hispanic Reading Math 

-0.33 M A 8 9 

-0.42 M A 6 7 

-0.61 M A 4 6 

-0.92 F A 5 6 

-1. 05 M A 6 6 

-1.11 M A 6 6 

-1.43 F A 6 6 

-1. 54 F A 5 6 

-2.10 M A 6 4 

-3.81 F A 8 7 



APPENDIX D 

QUESTIONNAIRE AND SUMMARY OF RESPONSES 

Television Viewing Questionnaire Subject number 

l. The number of people who live at my house is 

1 2 3 4 5 6 7 8 more than 8. 

2. The number of adults who live at my house is 

1 2 3 4 5 6 7 8 more than 8. 

3. The number of children younger than me at my house is ---
0 1 2 3 4 5 6 7 more than 7. 

4. The number of TV sets at my house is 

1 2 3 4 more than 4. 

5. The number of people most often watching TV together 
(counting me) when I watch TV is 

1 2 3 4 5 6 7 8 more than 8. 
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Subject number 

FOR EACH ITEM, CIRCLE THE LETTERS THAT STAND FOR THE WORDS 
THAT BEST TELL HOW YOU FEEL ABOUT THE STATEMENT: 

STRONGLY AGREE, AGREE, DISAGREE, STRONGLY DISAGREE 

6. I learn important things 
from watching TV. 

7. Reading is more fun than 
watching TV. 

8. Watching TV is more fun 
than visiting friends. 

9. I usually do other things 
at the same time I'm 
watching TV. 

10. I like to remember good TV 
programs and tell my friends 
about them. 

11. I only watch TV if there's 
nothing better to do. 

12. It bothers me if somebody 
calls on the phone or comes 
to visit while I'm watching TV. 

13. Watching TV is a waste of time. 

SA 

SA 

SA 

SA 

SA 

SA 

SA 

SA 

A D 

A D 

A D 

A D 

A D 

A D 

A D 

A D 

SD 

SD 

SD 

SD 

SD 

SD 

SD 

SD 
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Subject number 

Circle the letters that tell how much you agree or disagree 
with each of these different ways of finishing the following 
sentence: 

"The TV programs I like best are the ones that ... " 

14. have mysteries or puzzles you 
can figure out. 

15. have good music in them. 

16. give me a chance to see my 
favorite stars. 

17. show you things about science, 
like different animals. 

18. have happy endings. 

19. are about people pretty much 
like me. 

20. show funny things happening. 

21. keep you wondering how it's 
going to turn out. 

SA A 

SA A 

SA A 

SA A 

SA A 

SA A 

SA A 

SA A 

D SD 

D SO 

D SD 

D SO 

D SD 

D SO 

D SO 

D SD 



Subject number 

"The TV programs I like best are the ones that ... " 

22. are about fantastic super
heroes. 

23. have car chases in them. 

24. are about people who are smart 
and can figure out the answers 
to mysteries. 

25. have surprise endings. 

26. are about people who are fast 
and strong, and always win. 

27. tell a long story. 

28. have computers and new 
gadgets in them. 

29. tell a lot of short stories 
about different people in 
different places. 

SA 

SA 

SA 

SA 

SA 

SA 

SA 

SA 

A D SD 

A D SD 

A D SD 

A D SD 

A D SD 

A D SD 

A D SD 

A D SD 

98 



Subject number 

"The TV programs I like best are the ones that ... " 

30. are about space fantasies. 

31. are about kind people who like 
to help others or get them out 
of trouble. 

SA 

SA 

A o SO 

A o SO 
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SUMMARY OF QUESTIONNAIRE RESPONSES 

Mean positive affect for television as reflected by 
individual questionnaire items, by conceptual tempo grouping 

Item 

6. 

7. 

8. 

9. 

10. 

11. 

12. 

13. 

Third Grade Seventh Grade 

Impulsive Reflective Impulsive Reflective 

2.8 2.8 

2.2 2.8 

2.1 1.4 

2.0 2.1 

3.2 3.0 

2.0 2.5 

1.9 2.1 

3.2 3.3 

2.7 

3.0 

1.5 

1.7 

3.2 

2.9 

2.3 

3.3 

3.1 

3.3 

1.6 

2.3 

3.0 

2.8 

2.2 

3.3 

Positive affect point values of 1, 2, 3, or 4 'were assigned 
to each item response. The maximum value of 4 represents 
a response of SA to a positively worded item or SD to a 
negatively worded item. 
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SUMMARY OF QUESTIONNAIRE RESPONSES 

THIRD GRADE 

Frequency of each response for impulsive ( I) and reflective 
(R) subjects 

I 
SA A D I SD 

I 
Item I R I R I R I I R 

I 
I 

Characters subscale I 
I 

16. favorite stars 3 4 4 4 3 2 I 0 0 
I 

19. people like me 3 1 2 3 4 4 I 1 2 
I 

22. super heroes 2 3 2 2 4 3 I 2 2 
I 

24. smart people 2 5 3 3 3 0 I 2 2 
I 

26. strong, fast winners 1 3 2 3 4 2 I 3 2 
I 

3l. kind people 4 2 4 7 2 1 I 0 0 
I 
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SUMMARY OF QUESTIONNAIRE RESPONSES 

THIRD GRADE 

Frequency of -each response for impulsive (I) and reflective 
(R) subjects 

SA A- D SD 

Item I R I R I R I R 

Motifs subscale 

15. good music 1 2 4 2 3 2 2 4 

17. science 4 5 4 1 2 4 0 0 

20. funny things 5 5 5 5 0 0 0 0 

23. car chases 3 4 2 2 5 3 0 1 

28. computers & gadgets 4 3 3 4 3 2 0 1 

30. space fantasies 5 4 1 3 2 1 2 2 
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SUMMARY OF QUESTIONNAIRE RESPONSES 

THIRD GRADE 

Frequency of ~ach response for impulsive ( I ) and reflective 
(R) subjects 

I I 
SA I A' I D SD 

I I 
Item I R I I R I I R I R 

I I 
I 

Structures subscale I 
I 

14. puzzles 1 3 6 4 I 3 3 0 0 
I 

18. happy endings 4 3 4 5 I 2 2 0 0 
I 

2l. keeps you wonder'ing 4 5 4 1 I 2 2 0 2 
I 

25. surprise endings 4 5 4 2 I 2 3 0 0 
I 

27. long stories 4 1 4 4 I 2 2 0 3 
I 

29. short stories 0 0 6 6 I 4 1 0 3 
I 
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SUMMARY OF QUESTIONNAIRE RESPONSES 

SEVENTH GRADE 

Frequency of ·each response for impulsive ( I ) and reflective 
(R) subjects 

I I 
I SA A D I SD 
I I 

Item I I R I R I R I I R 
I I 
I 

Characters subscale I 
I 

16. favorite stars I 1 1 7 5 0 3 2 1 
I 

19. people like me I 1 0 4 3 4 5 1 2 
I 

22. super heroes I 0 1 6 3 4 4 0 2 
I 

24. smart people I 1 2 1 3 5 4 2 1 
I 

26. strong, fast winners I 1 1 3 4 5 4 1 1 
I 

3l. kind people I 1 0 5 6 3 2 1 2 
I 
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SUMMARY OF QUESTIONNAIRE RESPONSES 

SEVENTH GRADE 

Frequency of each response for impulsive (I) and reflective 
(R) subjects 

SA A' D SD 

Item I R I R I R I R 

Motifs subscale 

15. good music 1 2 6 3 2 5 1 0 

17. science 1 0 4 5 3 3 2 2 

20. funny things 7 4 3 6 0 0 0 0 

23. car chases 1 2 5 6 2 2 2 0 

28. computers & gadgets 2 2 5 6 1 1 1 1 

30. space fantasies 4 3 4 2 1 2 1 3 
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SUMMARY OF QUESTIONNAIRE RESPONSES 

SEVENTH GRADE 

Frequency of each response for impulsive ( I ) and reflective 
(R) subjects 

I I I 
I SA I A D I SD 
I I I 

Item I I R I I R I R I I R 
I I I 
I I I 

Structures sub scale I I I 
I I I 

14. puzzles I 1 0 I 1 2 5 4 I 3 4 
I I I 

18. happy endings I 0 1 I 6 6 4 1 I 0 2 
I I I 

2l. keeps you wondering I 3 2 I 5 7 1 1 I 1 0 
I I I 

25. surprise endings I 2 1 I 6 5 2 3 I 0 1 
I I I 

27. long stories I 0 1 I 4 1 5 5 I 1 3 
I I I 

29. short stories I 0 0 I 6 6 4 1 I 0 3 
I I I 



APPENDIX E 

MATCHING FAMILIAR FIGURES TEST SCORES 

Latency and errors for third graders, in order tested 

Latency Errors Latency Errors 

14.7 10 14.4 6 

15.1 4 9.1 11 

36.2 5 10.8 10 

5.1 22 11.4 6 

36.6 0 16.9 3 

13.7 8 11. 0 7 

8.9 8 17.3 10 

6.6 20 30.2 1 

3.7 19 7.6 10 

7.0 16 23.1 4 

8.5 12 56.9 0 

4.9 10 12.2 6 

8.0 7 6.45 22 

10.8 10 10.7 11 

9.0 9 20.7 5 

8.1 10 14.8 3 
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Matching Familiar Figures Test Scores continued 

Latency 

11.1 

3.1 

5.7 

14.2 

Errors 

7 

22 

14 

6 

Latency 

6.B 

6.9 

12.9 

Errors 

11 

12 

4 

lOB 
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Latency and errors for seventh graders, in order tested 

Latency Errors Latency Errors 

6.0 7 9.4 9 

4.2 9 6.9 7 

6.3 12 12 .• 9 7 

6.6 6 3.7 13 

8.3 3 15.9 2 

4.7 13 14.4 8 

11.7 6 7.9 6 

15.5 6 13.7 4 

4.7 13 12.2 4 

11. 6 0 7.2 6 

12.8 5 8.8 5 

13.1 9 12.0 5 

18.9 5 13.6 6 

14.3 4 11.4 8 

11.5 4 16.1 7 
I 

14.0 5 I 11.0 6 
I 

11. 6 5 I 6.9 5 
I 

12.7 1 I 3.4 5 
I 

20.9 2 I 12.9 4 
I 

12.6 7 I 5.0 14 
I 

I 

11.0 2 I 10.1 8 
I 

14.1 4 I 7.1 3 
I 

13.4 4 I 4.6 12 
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