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Abstract 

 

Chronic boredom and boredom proneness have been shown to be associated with 

a variety of untoward outcomes, including poor psychosocial and academic adjustment in 

teens and college-aged students. Despite important and obvious implications for 

academic success and mental health, almost nothing is known about the impact of either 

state or trait boredom in very young school-aged children.  The present study attempted 

to adapt two adult boredom measures, the Boredom Proneness Scale (BPS; Farmer & 

Sundberg, 1986) and the State Boredom Measure (SBM; Todman, 2004), for use in an 

exploratory study of the relationships between boredom (state and trait), school 

performance and ratings of overall adjustment in a sample of young children.  Findings 

suggesting that reports of frequent and persistent boredom may be a useful marker for 

distress and maladjustment in children as young as eight years of age are described and 

discussed.    
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Introduction  

 

A relatively recent report commissioned by the Bill & Melinda Gates Foundation 

noted that almost half of the respondents in a survey of 470 high school dropouts said 

they had left school because of boredom  (Civic Center Enterprises, 2003). In the same 

report, it was also noted that dropouts were more likely than high school graduates to be 

unemployed, in poor health, living in poverty, and to have been incarcerated at some 

point throughout their lives. Needless to say, these outcomes are a high price to pay for 

choosing to avoid what is perceived to be an unrelenting source of boredom.  

Confirmation of a possible negative role of boredom in academic adjustment 

comes from the findings from at least one study that suggests that sustained boredom, 

like chronic anxiety, can adversely affect some aspects of skilled cognitive activity 

(Brown & Dennis, 1984). There is also a small but interesting set of empirical studies that 

provide more direct evidence of the relationship between boredom and success in school 

(e.g., Farrell et al., 1988; Irving & Parker-Jenkins, 1995; Kirsch, 1986; Maroldo, 1986; 

Robinson, 1975; Tolor, 1989; Vodanovich et al., 1997; Wasson, 1981). Larson and 

Richards (1991), for example, utilized electronic pagers to collect time-sampling data 

from students in the fifth through ninth grades on their experiences of boredom during 

randomly selected school and non-school activities. In describing the results of this study, 

the authors reported that individuals who experienced high levels of boredom in school 

were also more likely experience high levels of boredom outside of school, suggesting 

that individual dispositions are an important contributor to the boredom experienced in 

school. It also suggests that the elevated rates of boredom among high school dropouts 

may reflect a more fundamental failure to master the age-appropriate skills needed to 

cope with potentially boredom-inducing environments and tasks.  

More broadly, boredom and boredom proneness (trait boredom) have been liked 

to a long list of negative outcomes in adults, including, depression, anxiety, hopelessness, 

and loneliness (e.g., Farmer & Sundberg, 1986) impulsiveness (Watt and Vodanovich, 

1992), elevated rates of alcohol dependence (Orcutt, 1984, Wiesbeck et al. 1996), 

negative affect (e.g., Vodanovich, Verner & Gilbride, 1991), pathological gambling 

(Blaszczynski et al, 1990) and higher rates of psychopathology in general (Todman, 

2007).  It is therefore somewhat surprising that the empirical research to date on 

academic adjustment and boredom in children consists of a relatively small number 

studies spanning several decades and is limited to high school and college-aged 

populations.   We are aware of no studies to date that have focused on the role of 

boredom in the academic and psychosocial adjustment of very young school-aged 

children (i.e., 10yrs and younger).  

This paper describes a preliminary attempt to examine the effects of sustained 

state boredom and trait boredom in a small sample of 3
rd

 and 4
th

 grade students in an 

after-school program in NYC. We conjectured that finding an association between 

boredom or boredom proneness and academic and psychosocial success in very young 

children would have two important practical implications: 1. Complaints of chronic 

boredom among very young children could be considered a marker for underlying 

distress and maladjustment; and 2. The early identification of poor boredom-coping skills 

could increase the possibility of early mitigation or avoidance of many of the negative 
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outcomes that have been found to be associated with boredom in high school and college 

students. 

 

Definition of Boredom. 

 

Many definitions of boredom can be found in the literature. For the purposes of 

this study, we have adopted the definition proposed by Todman (2003), which states that 

boredom is a state of dissatisfaction, which is attributed to an inadequately challenging 

or interesting environment and accompanied by feelings of attentional constraint. The 

role of attentional constraint is viewed as a critical aspect of this conception of boredom, 

as it suggests that much of the capacity to cope with and avoid monotonous environments 

and tasks may rest with the ability to allocate attentional resources efficiently. A central 

assumption underlying the current study is that learning to cope effectively with 

inadequately challenging and uninteresting environments and tasks involves the 

acquisition of specific skills. Part of that learning process, we contend, necessitates the 

development of a suite of attentional strategies that are flexible and sophisticated enough 

to keep attentional constraint to a minimum.   

  

 

Method 

 

Paricipants 

 

 A convenience sample of 34 third and fourth graders was drawn from the student 

body of an after- school program in New York City. All of the students were between the 

ages of seven and ten years of age at the start of the study (M=8.06yrs). The majority of 

the participants in the sample identified as members of an ethnic/racial minority (i.e., 

African/Caribbean American, Hispanic, Asian) and came from below-average SES 

households. 63.9% of the sample was male and all of the participants were fluent in the 

English language.  

 

Measures 

   

         There are two important points to be made with regard to the measures used in the 

study. First, by virtue of their content and grammatical complexity the measures 

commonly used to assess trait and state boredom in adults are unsuitable for use with 

very young children. It is this absence of appropriate boredom measures for children that 

prompted the first author to embark upon (as part of a larger, more encompassing study) 

the adaptation of the two boredom measures that were used in the current study. The 

results of that larger validation study, once completed, will be published separately in a 

future report. The measures employed in the present study therefore represent 

preliminary, first drafts of the children’s versions of the Boredom Proneness Scale (BPS; 

Farmer & Sundberg, 1986) and State Boredom Measure (SBM; Todman, 2004). 

However, given the proven utility of their adult counterparts, and the nature of the 

questions being asked in the current study, we concluded that it would still be useful to 
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report the findings to date despite the unsettled questions surrounding the psychometric 

soundness of the adapted measures.  

Second, many of the studies of boredom in adults have tended to embrace the 

implicit assumption that a high level of boredom proneness (trait boredom) necessarily 

identifies an individual as having: (1) a higher prevalence of episodes of sustained state 

boredom, (2) episodes of state boredom that are more aversive, and (3) more negative 

attributions about the consequences of state boredom. Hence, in much of relevant 

literature the terms, “boredom proneness” and “boredom” (i.e., state boredom) are often 

used interchangeably. Todman (2003, 2007) has argued strenuously that the assumption 

of equivalence is unjustified given the fact that sustained boredom can almost certainly 

be induced in low boredom-prone individuals under the right environmental conditions. 

Furthermore, there is no reason not to believe that at least some boredom-prone 

individuals can and do develop strategies in living that allow them to avoid circumstances 

that are likely to induce protracted episodes of boredom. Indeed, it seems safe to assume 

that much like a recovering addict, some boredom-prone individuals have insight into 

their diathesis and are capable of mastering effective ways of coping with their 

vulnerability. Consequently, we argue that any robust study of boredom must include 

measures of both trait and state boredom; an assertion that underlies the strategy that was 

adopted for the present study.   

Boredom Proneness Scale- Child Version (BPS-C). Trait boredom was assessed 

using a modified version of the Boredom Proneness Scale (BPS; Farmer & Sundberg, 

1986). Designed for use with adults, the 28 item BPS  (Farmer and Sundberg, 1986) is 

intended to be a measure of an individual’s susceptibility to monotony and feelings of 

boredom. Although the original version of the scale employed a true-false format, there is 

a more recent version of the scale that employs a seven-point Likert-type rating system. 

The scale has been subjected to scores of validation studies across a broad range of 

populations and settings and has been found to be psychometrically sound (Vodanovich 

and Kass, 1990a).  Factor analytic studies suggest that the scale is multifactorial, although 

there are varying estimates as to the number and the nature of the factors involved 

(Ahmed, 1990; Vodanovich & Kass, 1990a).  

The development of the BPS-C from the BPS involved the following steps. Each item on 

the adult scale was first reworded by the first author in an effort to preserve the semantic 

content of the items, while reducing the syntactical complexity and vocabulary to an 

estimated 3
rd

 grade reading level. Semantic equivalence was confirmed independently by 

the second author and at least one other member on the research team. The suitability of 

the items with respect to comprehension and readability was confirmed by teachers, 

parents and relatives of young children who were consulted for guidance during the 

development of the revised items. Throughout the process, any items that were deemed to 

be unsuitable, either because of too wide a discrepancy with the semantic intent of the 

original items or doubts about their accessibility to young children, were further revised.  

The final children’s versions used in this study contained the same number of items as the 

original adult versions and was administered in a forced-choice format, similar to format 

on the original adult scale. Participants were therefore asked to choose between “Agree” 

and “Disagree” as their answers to each item.  

   Figure 1. Provides a sample of the original items and their BPS-C counterparts. 

A copy of the complete BPS-C scale is available from the authors.  
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INSERT FIGURE 1 ABOUT HERE 

 

State Boredom Measure –Child Version (SBM-C).  Sustained state boredom was 

assessed using a modified version of the adult versions of State Boredom Measure 

(Todman, 2004). The modification process employed basically the same procedure that 

was used for the BPS-C. However, because it is a state measure with greater face validity 

and considerably fewer items than the BPS, its modification was somewhat less difficult.  

The adult version of the SBM  (Todman, 2004), as the name implies, is designed 

to be a measure of state boredom. It consists of eight questions about different aspects of 

the boredom experience, each of which is associated with a seven-point Likert-type scale. 

The participant is asked to base his/her responses on their recollections about boredom 

experiences during a preceding period of time (usually one month but some studies have 

used two or three weeks). The eight questions were created through a rational-theoretic 

process. Each of the test items can be grouped into one of four clusters or dimensions: 

Frequency/Duration; Degree of Unpleasantness/Aversiveness; Tolerance; 

Internal/External Attribution. Reliability and Validity were established using a sample of 

160 adults, ranging in age from 24 to 65. Item-total correlations have been found to range 

from .76 to .43, and test-re-test reliability over a three to four week interval ranges from 

.78. to .45,  across the eight items. In terms of validity, the eight items have been found to 

correlate with the BPS and the Boredom Susceptibility Scale (BSS; Zukerman, 1979),  

and range from .82 to .37 and .78 to.25, respectively.  

Although the individual items on the SBM are typically evaluated separately, the 

items can be combined to yield a summary score using the following formula: 

item1+2+4+5+6+7+8-6. (Item six assesses the individual’s willingness or capacity to 

tolerate sustained periods of boredom). Because of the very small sample, a summary 

score was employed in the present study in addition to the scores on the individual items. 

This summary score is referred to as the SBM-C Total in the present study.  

Todman (2004, 2007) has advocated the use of a repeated measurement paradigm 

to obtain a more direct estimate of an individual’s level of sustained boredom using the 

SBM. The logic being that the more frequent and sustained an individual’s boredom, the 

more likely it is that they will have consistently higher scores on the various items of the 

SBM over successive administrations.  Consequently, by statistically controlling for BPS 

scores, it is possible to identify the variance associated with the sustained subjective 

experience of boredom rather than the mere propensity to become bored. This approach 

was utilized in the current study by computing the mean of the individual items and the 

SBM-total on first two administrations (i.e., T1 and T2) to yield Sustained SBM Item 

(SSBMI) scores and a Sustained SBM Total (SSBMT) score.   

In addition to the modification of the wording of the items, the conventional 

Likert-type scale of the SCM was converted to a visual analogue scale, as illustrated in 

figure 2. It was assumed that the visual representation of differences in magnitude based 

on the lengths of the colored bars would be easier for young children to understand.  

  

INSERT FIGURE 2 ABPUT HERE 

 

Figure 3. Provides a sample of the original items and their SBM-C counterparts. 

A copy of the complete SBM-C scale is available from the authors.  
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INSERT FIGURE 3 ABOUT HERE 

 

Academic Performance Measures. Academic performance measures were in the 

form of actual school (not after-school program) grades for the subjects of Reading and 

Math. Children were graded on a 1-4 scale, with numbers indicating the following 

academic ratings: 1 – performance below grade level; 2 – approaching grade level; 3 – at 

grade level; and 4 – exceeding grade level. For the purposes of analysis, the report card 

data for Reading and Math were combined into two summary scores: (1) Number of 

Passing Grades (NPG), obtained by tallying the number of academic subjects (i.e., 

Reading and Math) for which a grade of “at grade level” or above (i.e., 3 or 4) was 

received. Every student therefore received a score of between 0 and 2. (2) No Failing 

Grades (NFG) was obtained by assigning a score of “1” to all students who received 

passing grades on both Reading and Math subjects on their report cards. Students who 

failed at least one of the subjects received a score of  “0”. 

Measure of Psychosocial Adjustment in the After-School setting. In the absence of 

formal psychiatric and psychological evaluations, psychosocial adjustment was measured 

through ratings from six after-school teachers who had daily contact with the children in 

the study. The teachers were asked to rate each child on seventeen attributes, seven of 

which were positive and 10 of which were negative/neutral. The positive attributes 

consisted of the following descriptors: Cooperative, Happy, Communicative, Expressive, 

Friendly, Patient and Mature. The Negative/Neutral attributes included the following: 

Angry, Sad, Isolated, Distracted, Anxious, Aggressive, Stubborn, Shy, Impulsive, and 

Out of Control.  For each descriptor, the teachers were asked to indicate on 5-point 

Likert-type scale the degree to which the attribute accurately described each child in the 

study. The scale ranged from: 5 – Always/almost always true; 4 – Usually true; 3 – 

Sometimes true; 2 – Rarely true; 1 – Never/almost never true. Given the small size of the 

sample, the attribute ratings were collapsed into two summary scores, Total Positive 

Attributes (TPA) and Total Negative Attributes (TNA), by computing the average scores 

across the two categories of descriptors. All of the teachers were kept blind to the study 

goals and hypotheses.   

 

Procedure 

 

The participants were administered the BPS-C and the SBM-C on three separate 

occasions, T1, T2 (5months after T1) and T2 (3-4weeks after T2). (The longer period 

between T1 and T2 was caused by the unavailability of the children during the summer 

inter-session.) On each administration, the BPS-C was given first.  Each participant 

worked with an experimenter individually for the time it took to complete both scales. 

Each participant was asked for their assent (“Is it okay with you if we do a survey 

together for a little while, where I ask you some questions?”) and told that the survey 

they were about to take would ask about her thoughts and feelings, such that there were 

no wrong answers. They were told to let the experimenter know if a question was 

unclear, so that the experimenter could try to ask the question in a different way. 

Participants were pulled out of regular programming to complete the surveys, but not 

during activities they particularly enjoyed or at times when assent was not given. Each 
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participant was allowed to choose whether they or the experimenter would read the 

questions and/or mark the answers, in order to mitigate performance anxiety regarding 

reading, speaking or spatial skills. Participants worked in a separate room with the 

experimenter as space permitted; however, some administrations occurred in a corner of 

the main room in which other students were participating in other activities. When a 

participant asked for clarification of a question, the experimenter spoke 

extemporaneously to explain the question to the participant until the participant appeared 

to understand the meaning of the question.  

Because it was unclear at what age a child might be expected to be able to 

consider the past week as a whole or grasp the use of the visual analog scale, each 

participant was first asked if he knew what day of the week it was. When the child 

answered correctly, he was asked if he could remember back to the last week (“Can you 

remember back to last Monday?”). If the subject answered in the affirmative, he was 

asked if it made sense to him if the experimenter asked a question like, “When you think 

about the time since last Monday, how often would you say you were happy?” If the 

child once again responded in the affirmative, he was then asked to select on a practice 

visual analog answer form the colored bar that he felt best corresponded to the number of 

times he had felt happy since the previous Monday. 

 

 

Results & Discussion 

 

As prototypes, both the BPS-C and the SCM-C, were evaluated for psychometric 

soundness. The BPS-C  yielded Cronbach alpha coefficients of .46, .64, and .75 for T1, 

T2 and T3, respectively. Test-retest reliability between T1 and T2 was found to be 

disappointingly modest (r = .51), but was somewhat better between T2 and T3 (r =.80), 

thus mirroring the improvement in internal consistency from T1 to T3.  However, since it 

is unclear to what extent the boredom proneness trait is stable at these relatively early 

stages of cognitive and emotional development (plus the fact that the T1-T2 interval was 

earlier and considerably longer than the T2-T3 interval), it is possible that some of the 

test-retest variation is attributable to real changes in the trait.  (It is also the case that the 

sample is extremely small; too small, in fact, at this stage to provide a convincing 

estimate of test stability.)    

  The alpha coefficients for the SBM-C across the three administrations, T1, T2 

and T3, were .82 .88 and .75, respectively. However, as a state measure consisting of 

eight items that were originally conceived as relatively separate (albeit correlated) 

dimensions associated with the experience of boredom, high levels of test-retest stability 

on the SBM-C were not to be expected. Accordingly, Pearson correlation coefficients 

computed for each of the eight items between T1 and T2, and between T2 and T3 ranged 

between r= .07 and r = .65, and r = .21 and r= .66, respectively. The item showing the 

least amount of test-retest stability across time was item 6 (i.e., “compared to when you 

were younger and did not have to go to school, how often were you bored over the last 

….”), whereas the items associated with boredom duration (item 2) and boredom 

aversiveness (item 4) proved to be the most stable across both test-retest intervals. 

Collectively, these results suggest that the items of the scale are tapping into a common 
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construct or constructs, and that the children were relatively consistent in their 

interpretations of the items over the three administrations.    

 Finally, significant correlations were found between the average total scores on 

the BPS-C over T1-T3 and the SSBMCT (r = .56, p<.01). Mean BPS-C scores also 

correlated with several items on the SSBMCI. Specifically, positive associations were 

found with boredom frequency (item 1; r= .45 < p.05), boredom duration (item 3; r= .54, 

p<01), willingness to tolerate boredom (item 3; r=.56, p.01), boredom aversiveness (item 

4; r=.56, p<.01), attribution of boredom to internal sources (item 7; r=.47, p. 01) and the 

attribution of boredom to external sources (item 8; r=.54, p<.01).  This pattern of 

associations suggests that the two measures have retained convergent validity through the 

adaptation process and provide confidence in the assumption that young children have an 

understanding of the concept of boredom. 

 

Boredom and Gender 

 

In studies of adults, males have consistently been found to be more boredom-

prone than females (e.g., Vodanovich and Kass, 1990b ). A similar pattern was observed 

in the present study. The mean scores of male students in the study were found to be 

significantly higher than their female counterparts on the BPS-C (Males: M =20.6 vs. 

Females: M= 18.7;F[1, 32] =109.2, p= .001) and the SSBMCT (Males: M = 15.7 vs. 

Females: M= 8.3; F [1, 25] =13.6, p=.001).   

 

Boredom, Boredom -Proneness and Academic Performance 
 

For the purpose of determining whether scores of the two boredom measures 

covaried with academic performance, Pearson correlation coefficients were computed 

between the mean BPS-C scores, the SSBMCI scores, the SSBMCT scores and the two 

sets of academic performance summary scores, NFG and NPG.   

As shown in Table 1, the BPS-C measure failed to correlate with either of the 

academic performance measures, whereas the SSBMCT score and three of the items 

(Item 2-boredom duration and Item 8-attribution of boredom coping failures to external 

sources) on the SSBMCI were found to be inversely correlated with both measures of 

academic performance. A third item on the SSBMCI (item 7- attribution of boredom 

coping failures to internal sources), correlated with only one of the academic 

performance measures, NFG. Importantly, these associations with academic performance 

remained significant even when boredom proneness (BPS-C) was held constant in a 

partial correlation analysis.  

 

INSERT TABLE 1 ABOUT HERE 

 

  A series of linear regression analyses were used to determine whether the 

observed associations between the SSBMCI and academic performance translated into a 

predictive relationship.   In the first analysis, with NPG as the dependent variable, items 

2, 7 and 8 were entered as predictor variables in a stepwise regression. In the second 

analysis, NFG served as the dependent variable.  In both analyses, Item 2 (Boredom 

Duration ) was the only significant predictor . In the NPG analysis, item 2 accounted for 

slightly less than a third of the variance (R
2
  =.32;  = -.57, p =.006 ). With NFG as the 
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dependent variable, item 2 accounted for slightly more than a quarter of the variance (R
2
  

=.27;  = -.52, p =.008). 

In a supplementary, one-way Analysis of Variance (ANOVA) with NFG as the 

independent variable and the SSBMCT scores as the dependent variable, students who 

were failing on at least one subject on their report card obtained significantly higher 

SSBMCT scores (M= 15.8, SD =6.1 vs. M= 9.2, SD = 4.0; F[1, 20] = 8.05 , p= 0.01). 

Similar results were obtained with NPG as the independent variable (F[2,22] = 3.73, p = 

0.04).  Post hoc comparisons revealed that the difference between the mean SSCMCT 

scores for students with zero passes (M= 16.11, SD = 5.19) was significantly higher than 

those with two passes (M = 9.9, SD = 2.22). However, the mean scores of those passing 

one subject (M =15.08, SD = 6.78), though higher than those with two passes, and lower 

than those with zero passes, failed to reach statistical significance (see figure 4)      

 

INSERT FIGURE 4 ABOUT HERE 

 

Boredom, Boredom Proneness and Psychosocial Adjustment based on Teacher 

Ratings 
 

Controlling for SSBMCT scores, female students were more likely to have 

marginally higher TPA scores  (M = 150.3 vs.137.3, p. < .07) and significantly lower 

TNA scores than male students (M= 137.3 vs. 157.4, p< .05). Neither the TPA or TNA 

scores were found to be significantly associated with the averaged BPS-C scores. 

However, SSBMCT scores were significantly correlated with TPA scores, with teachers 

assigning lower total positive attribute (TPA) scores to students with higher SSBMT 

scores. Importantly, this relationship remained significant even when gender and 

academic performance scores were held constant (r= -.54, p<.05).  

An association was not found between the TNA ratings and the SSBMCT scores, 

nor was there a correlation between academic performance and teacher ratings. This latter 

finding is not surprising since the teacher raters in question were associated exclusively 

with the student’s after-school activities and were not involved normal in-school 

instruction or in the issuing of the Reading and Math grades used in the study. 

With TPA as the dependent variable, all of the items from the SSBMCI were 

entered as predictor variables into a stepwise linear regression analysis. The resulting 

overall model consisting of item 3 ( = -1.21, p =.001)  and item 1 ( = .69, p =.028) was 

statistically significant  (F[2, 12] = 10.57, p = 002) and explained 63% of the variance. 

Given the small sample size and the relatively large number of predictor variables that 

were entered into the equation, no attempt was made to interpret the results at the level of 

the individual items.  Nonetheless, the results serve to reinforce the results obtained with 

the SSBMCT scores.  

 

 

Conclusions  

 

All of the results obtained in this study must be viewed as preliminary in nature 

because of the relatively small number of subjects and the experimental nature of the 

adapted versions of the measures used to assess boredom. However, the findings are 
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promising to the extent that they underscore the potential relevance of complaints of 

boredom to academic and social adjustment in young, school-aged children. There is 

already fairly convincing evidence that boredom (or boredom proneness) is associated 

with higher rates of high school dropout and lower rates of academic achievement. The 

results from the present study suggest that the seeds for these outcomes probably are 

planted early and may be detected in children as young as 7yrs of age.  Of course, it is 

possible that sustained boredom is a consequence rather than cause of academic and 

social maladjustment. However, even if this is the case, it seems highly likely that once a 

child becomes chronically bored and makes attributions about the sources of that 

boredom, the chances of regaining interest in school activities are severely reduced.   

Hamilton (1983) among others, has suggested that a “central task of adolescence 

is to…develop attentional habits which shape interests, provide enjoyment and avoid 

boredom”. If the findings from the present study are to be believed, then it seems that the 

consequences of inefficient boredom-coping strategies can be discerned as early as the 

third year of school. Interestingly, it appears that these consequences extend beyond 

academic achievement and are also evident in the impressions formed of the child by 

adults charged with their education and care. Indeed, it would appear that although 

children who experience sustained boredom are not viewed more negatively than their 

non-bored counterparts, they are, however, less likely to be construed in a positive light, 

regardless of their academic standing. Consequently, the fact that children who 

experience sustained boredom are also less likely to be academically successful merely 

compounds the fact that they are also the students who are less likely to be routinely 

reinforced through positive regard from the adults in their lives.  

It is also important to note that even among this very young sample there is a 

discernable gender difference in the propensity to experience sustained boredom. As is 

the case with adults and teenagers, males were found to be significantly more bored and 

boredom prone than their female counterparts. Indeed, this early gender difference is 

consistent with a number of other early onset gender differences in the rates of disorders 

such as ADHD, impulse control and conduct disorders, all of which are frequently 

associated with complaints of boredom (e.g., Loeber et al., 2000; Power, 1992; Russo et 

al., 1993).  

Finally, it is worth noting that in the present study, the association between 

Reading scores and boredom was found to be considerably more robust than the 

relationship between Math scores and boredom. In light of the earlier discussion of the 

underlying premise of the study, which is that children acquire ever more sophisticated 

attentional allocation strategies for managing potentially boring environments, it is 

perhaps not surprising that poorer readers are also more susceptible to boredom. Indeed, 

the capacity to read for enjoyment and stimulation may be one of the most potent and 

under-appreciated tools for coping with otherwise extended periods of monotony.  

Moreover, reading has an additional benefit in that provides content for the imagination 

that can be accessed even when books are unavailable.    
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Figure 1 Sample items from the BPS and their corresponding BPS-C items 

Item 

# 

Boredom Proneness Scale:  

Adult Version (BPS) 

Boredom Proneness Scale:  

Children’s Version (BPS-C) 

1 
It is easy for me to concentrate on my 

activities. 

It is easy for me to pay attention to 

what I'm doing. 

2 
Frequently when I am working I find myself 

worrying about other things. 

A lot of times when I am doing 

something, I end up worrying about 

something else. 

3 Time always seems to be passing slowly. Time always seems to be going slowly. 

4 
I often find myself at “loose ends,” not 

knowing what to do. 

A lot of times, I can't think of anything 

to do. 
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Figure 2 Example of the visual analog format used in the SBM-C 

 

When you think about the time since last ______  how often do you remember being 

bored? 

 

 
Bored            

Not               1 

Even                          

once 
 
Bored 

only a                          2    

tiny bit 

of the  

time 

 
Bored                                       

Some of                                              3 

the time   

 

 
Bored 

Most of                                                                    4              4                                        

Time 
 

 
Bored    

all of the                                                                                                                   5   

time  
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Figure 3 Sample items from the SBM and their corresponding SBM-C items 

 
Item 

# 

State Boredom Measure: 

Adult Version (SBM) 

State Boredom Measure: 

Children’s Version (SBM-C) 

1 

Over the last month: 

How often would you say that you can 

remember feeling bored?  

When you think about the time since 

last (current day of the week), how 

often do you remember being bored? 

2 

Over the last month:  

How often would you say that you can 

remember feeling bored for longer than 

THREE HOURS at a time?  

When you think about the time since 

last ______ , how many times can you 

remember feeling bored for longer than 

an hour at a time? 

3 

Over the last month:  

What is the longest period of time that 

you have been able to tolerate being 

bored before trying to do something 

about it?  

When you think about the time since 

last ______ , what is the longest 

amount of time you were able to stay 

bored before you did something about 

it? 

4 

Over the last month: 

How unpleasant has the experience of 

boredom been for you?  

When you think about the time since 

last ______ , how bad did being bored 

make you feel? 
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Table 1 Pearson Correlations between measures of

academic performance (NFG, NPG) and measures of

Boredom Proneness (BPS-C) and Sustained State

Boredom (SSBMCT & SSBMCI)

NFG NPG

BPS-C -.19 -.19

SSBMCT -.54** -.48*

SSBMCI

Item 2 .-57** -.52**

Item 8 -.51** -.48*

Item 7 -.47* -.38

Key:

NFG = No failing grades on report card

NPG= Number of passing grades on report card

BPS-C = Boredom Proneness Scale -Child Version

SSBMCT = Sustained State Boredom Measure -Child Version Total

SSBMCI = Sustained State Boredom Measure -Child Version Items

Item 1= Boredom Frequency

Item 7= Attribution of boredom coping failures to internal sources

Item 8 = Attribution of boredom coping failures to external sources

* = p< .05; ** = p <.01
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 Figure 4 Mean Sustained State Boredom Total Scores as a Function of Number of 

Passing Grades (NPG) 
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