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ABSTRACT 

This was an investigation of 12 gifted and 12 randomly selected 

sixth grade students to determine relationships between levels of Over-

excitability and scores on the Torrance Test of Creative Thinking and 

the California Achievement Test. Responses to the Overexcitability 

Questionnaire were compared to Torrance Test of Creative Thinking Verbal 

and Figural subtests via a Pearson r correlation and a Mann-Whitney test 

of significance. The Mann-Whitney was used to compare Overexcitability 

Questionnaire scores of high and low scoring subjects on the California 

Achievement Test Reading, Grammar, and Mathematics subtests; on gifted 

and random students; and on boys and girls in the two samples. Results 

of the Pearson r revealed no significant correlation between level of 

Overexcitability and Torrance Test of Creative Thinking subtests. 

Significant differences were found between high and low scorers on the 

creativity test and Imaginational and Psychomotor Overexcitabilities. 

Significant differences were also found between Intellectual Overexcit

ability scores of high and low Grammar and Reading California Achieve

ment Test scores; and Intellectual, Imaginational, and Emotional 

Overexcitability scores and the Mathematics California Achievement Test 

subtest. Implications drawn from the results include the multidimen

sional nature of giftedness and the importance of meeting emotional 

needs of the gifted and talented. 

x 



CHAPTER 1 

REVIEW OF LITERATURE 

Statement of Problem 

Picture, if you will, the following scene: educators at a con

ference are asked to describe a person who would best fit their descrip

tion of a gifted individual. When they finished, they shared their 

profiles, and to their surprise they discovered that what resulted was 

a group composed of Pablo Picasso, Albert Einstein, Bill Bradley, and 

Eleanor Roosevelt. Although it is true that each member of this group 

has a unique and special gift, it is unlikely that all of these people 

would be identified as "gifted" by the technique used by any one of the 

educators involved. 

Although the causes of this rift of concept are myriad, one of 

the most important is that the procedures for identifying giftedness do 

not spring from one cohesive overarching framework. If each of the 

above persons is representative of a gifted person, then it seems likely 

that there must be something which goes beyond the exhibited behaviors 

to a unifying element common to all areas. Recently, a theory of human 

development has pointed out that intelligence, creativity, imagination, 

and psychomotor abilities may merely be the indicators of a deeper 

structural organization. If. educators could learn to accept a wide 

range of outward behaviors as separate but equal elements of the same 
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potential for growth, it is possible that we will be able to unite our 

efforts in the field rather than continuing to waste time on deciding 

whose type of identification is "correct" and whose is "incorrect.11 

One theory which could be of help in this search is the Theory 

of Positive Disintegration (TPD) developed by Karamiertz Dabrowski. 

This theory establishes five areas of human development which could be 

representative of an innate potential for a higher level of development. 

The innate tendency for "psychic overexcitability" or heightened aware

ness in any of these areas is a central key to a person's potential 

development, combined with dynamisms and the person's surrounding en

vironment. Thus intelligence and creativity are equal indicators of 

human potential, and are different avenues of expressing this potential. 

Not all overexcitabilities (OEs) are apparent in the same degree 

in one person, however, and as a result, it is the degree of intensity 

of the OEs which could be used as an indicator of giftedness. In the 

attempt to discover whether or not this is the case, a questionnaire has 

been developed which is designed to elicit indicators of OEs in the re

spondents . This Overexcitability Questionnaire (OEQ) has been used in 

studies comparing adult gifted persons and persons with normal intellec

tual ability on measures of IQ and exhibited OEs with results showing 

that OEs are valid identifiers of giftedness in adults (Silverman and 

Ellsworth, 1982). However, no studies have been conducted comparing the 

creativity sources of children with observable OEs as defined by 

Dabrowski's theory. Until such a study is conducted, it will be unclear 

whether or not this promising questionnaire can be used concurrently 

with or even instead of currently existing measures for identifying 
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creativity in children. The focus of the present study was to answer 

the following question: will measures of OE have a positive correlation 

with measures of creativity in sixth grade students? 

Since comparisons were made for the purpose of measuring how 

well the OEQ would stand up to other commonly used identifiers of gift-

edness, several other related sub-topics were investigated including the 

following: 1) will measures of OEs parallel measures of school achieve

ment as measured by the California Achievement Test?; 2) is there a sig

nificant difference in observable OEs between a sample of children 

identified as gifted and a random sample of sixth grade students?; 3) 

which of the expressed OEs differentiate the group of gifted sixth grade 

students from the random sample of students?; and 4) does the sex of the 

student affect his/her OE profile? 

The Theory of Positive Disintegration 

Although it would be impossible to explain TPD in its entirety 

in this paper, a general overview will be given to outline the basic 

precepts of Positive Disintegration and its major components. For a 

more thorough explanation, the author suggests referring to one of the 

following: Dabrowski (1964), Piechowski (1979), or Silverman (in 

press). 

Central to the theory of Positive Disintegration is the idea 

that cognitive and emotional development are not ontogenetic processes. 

In other words, while some aspects of human development move in an in

evitable progression—-such as creep, crawl, walk—for all homo sapiens, 

cognitive and emotional development do not. Instead, cognitive and 
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emotional development are dependent on patterns of growth and structures 

of behavior for each individual, and are not identical for all members 

of the human race as a whole. Thus, the level of growth obtained by any 

particular individual depends on his/her own unique characteristics. 

Dabrowski defined the various levels of growth through the iden

tification of five levels of development. These five levels move from a 

basic primitive set of structures to a very highly developed philosophi

cal and moral outlook on the world. Each level represents an individu

al's underlying personality structure. Piechowski's (1979, p. 138) 

summary of the five stages is provided in Table 1. 

Movement from one level to another occurs from the complete 

breakdown of the structure of one level, which is then replaced by the 

beliefs and attitudes of the next level, thus the term "disintegration." 

However, in Dabrowski's (1964, pp. 5-6) theory, the term disintegration 

is seen in a more affirmative light: 

The disintegration process, through loosening and even frag
menting the internal psychic environment ... is the ground 
for birth and development of the higher psychic structure. 
Disintegration is the base for developmental thrusts upward, 
the creation of new evolutionary dynamics, and the movement 
of the personality to a higher level. 

Transition to a higher level is not a guarantee, however, for 

there are several types of disintegration. The three major types of 

disintegration are unilevel, multilevel, and pathological. The basic 

characteristics of each kind of disintegration are provided in Table 2. 

Within these three categories, disintegration may move in two 

directions: positive or negative. Negative disintegration results in 

a lack of development or involution; positive, in creativity, enriched 
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Table 1. Characteristics of the Levels of the Theory 
of Positive Disintegration 

Level Type of Disintegration 

I Primary Integration 
Absence of emotional dynamisms, absence of reflec
tion, absence of self-observation and self-evaluation; 
absence of inner conflict; orientation toward exter
nal standards; self-interest as primary motivation; 
lack or little feeling for others and lack of insight 
into others. 

II Unilevel Disintegration 
Fluctuation between opposite feelings and extremes 
of mood, changeable and contradictory courses of 
action; dependence on social opinion ("what will 
others say") coupled with feelings of inferiority, 
sometimes alternating with feelings of superiority; 
plenty of feeling but going in all directions, often 
confused. 

Ill Spontaneous Multilevel Disintegration 
Experience of conflict between "what is" (the lower) 
and "what ought to be" (the higher); feelings of in
feriority toward oneself—frustration with what is 
lacking in one's character structure; frustration with 
not being all that one can become; dissatisfaction 
with oneself—frustration and anger with the lower in 
oneself and with lack of development in oneself; feel
ings of guilt—discomfort and anguish over moral fail
ure with determination to make up for it; strong 
appreciation and defense of individual values and the 
value of each individual. 

IV Organized Multilevel Disintegration 
Conscious choice in the development in one's inner 
standards and steadfast adherance to one's ideal of 
development; inner restructing—by transcending age-
related changes and built-in personality traits; 
responsibility—taking on tasks for the sake of others 
and for the sake of one's development; strong sense of 
universal values. 
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Table 1, continued 

Level Type of Disintegration 

V Secondary Integration 
The highest level of development. Those who achieve 
it epitomize universal compassion, self-sacrifice 
and total dedication to the service of others. Dag 
Hammarskjold is a good example. Rather than seek 
the personal happiness of marriage and family life 
he chose to save mankind. Because he made the 
United Nations operate according to the ideals of 
its character, he was called the servant of peace. 
It was not an easy choice and at many times he felt 
the pain of personal deprivation. 



Table 2. A Comparison of the Three Types of Disintegration 

7 

Type of Disintegration Characteristics 

1) Unilevel 
Disintegration 

2) Multilevel 
Disintegration 

3) Pathological 
Disintegration 

1) Disintegration on a single level 
2) Decomposition more important than 

restoration 
3) Lack of hierarchy of values 
4) May lead to reintegration on a lower 

level or to multilevel disintegration 
5) May be positive or negative 

1) Disintegration on a higher and on a 
lower level 

2) Involves conscious choice to change 
3) Based on guilt or shame regarding 

current state in relation to person
ality ideal 

4) Results in reintegration on a higher 
level 

5) Always positive disintegration 

1) No transformation of structure 
2) Only partial disintegration 
3) Stabilization, no upset in the exist

ing structure 
4) Lack of creativity, weak development 
5) Always negative disintegration 
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perspectives, and development on a higher level on the hierarchy. As 

mentioned previously, disintegration is not inevitable for all persons 

as many stay at the same level without change all their lives. 

For those who do experience disintegration, future development 

is dependent on three factors: heredity, environment, and the "auto

nomous factor." The roles of each of these parts were delineated by 

Silverman (in press, pp. 163-164) : 

Heredity places a ceiling on the extent of development possi
ble, the development potential. Environment acts either as 
an enabler or an inhibitor of the individual's attainment of 
that potential. The autonomous factor is an inner drive to 
make conscious choices in accordance with those principles 
which are highest in oneself. It appears at higher levels as 
a powerful internal force furthering development. 

Development potential, a person's innate capacity to develop, 

is made up of two components: dynamisms and overexcitabilities. Over-

excitabilities will be given a thorough examination in a separate 

section. A dynamism can be defined as a "biological or mental force 

controlling behavior and its development. Instincts, drives, and intel

lectual processes combined with emotions are dynamisms" (Dabrowski, 

1964, p. 294). Dynamisms create the need to change, the desire to be

come a different, better kind of person. The existence of dynamisms in 

a person's psychic make-up leads to dissatisfaction with the current 

personality schema, and the motivation to create changes to improve and 

move toward one's personality ideal. The dynamisms associated with the 

different levels are: Level II—ambivalences, ambitendencies (conflict

ing drives); Level III—feelings of guilt, feelings of shame, dissatis

faction with oneself, and inferiority towards oneself; Level IV— 

autonomy, responsibility, self-control, self-awareness, and authentism. 
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Dynamisms and OEs interact together to form developmental, 

potential. These two components are essential to a person's potential 

growth, for as they interact, they can help the individual overcome any 

detrimental elements in the environment. The dynamisms aid the ability 

to appreciate and fully experience the OEs by providing the drive to 

surpass the barriers which can be placed by the home, peers, school, 

race, sex, or socioeconomic status. If these two elements are not 

presented in a person's psychic make-up, multilevel positive disintegra

tion cannot occur. 

In short, it is not enough to have an innate group of talents, 

or a larger capacity for processing stimuli from the environment; in 

order to progres from one level to another, a person must also be able 

to see that there is more to aspire to in life than is currently being 

achieved; and from this be challenged to change, to accept the difficult 

challenge of combating the effects of the environment around him/her in 

order to strive toward his/her personality ideal. 

Dabrowski, Kohlberg, and Maslow 

Having been given a cursory overview of the Theory of Positive 

Disintegration, one may think the theory is merely a newly dressed 

version of some old friends. The developmental theories of Kohlberg 

and Maslow are similar to TPD in many respects, and it is important to 

recognize the elements of TPD which distinguish it from other theories, 

and why this theory might contain a more complete description of devel

opment than the other paradigms. 
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Kohlberg's (1964) Theory of Moral Development and TPD parallel 

each other in several of their concepts of development. Both of the 

theories deal with moral reasoning, and the lower levels of TPD and the 

six levels of Kohlberg's paradigm are very close indeed. Table 3 com

pares the two theories of moral development. 

Despite the many places where the philosophies overlap, there 

are critical places where they part company. First and foremost, these 

two theories are different in their approach to the nature of moral 

judgements. In order to reach the higher levels of Kohlberg's hier

archy, one must only be able to speak to moral issues on an advanced 

/ level; acting by these beliefs is not required. Dabrowski's (1964) 

levels of moral reasoning, however, demand a conscious choice to live 

by the high moral standards adopted after the third stage of moral 

development. As can be seen in the previous chart, Kohlberg has no 

stages which include the conscious decision to improve character, as 

in Dabrowski's levels IV and V. 

Second, unlike TPD, Kohlberg's theory about moral development 

is based on the premise that it is an ontogenetic process. In other 

words, while the development of high levels of moral reasoning may come 

more quickly in some than to others, everyone has the potential to reach 

the highest levels. However, research to date has failed to support 

this aspect of Kohlberg's theory. Current research shows that while 

some age-stage relationships can be found through stage 4, stages 5 and 

6 are not common among the general population. Another way to interpret 

this data would be to support Dabrowski's premise than in order to pro

gress to a higher level of moral development, some basic innate 



Table 3. A Comparison of Kohlberg's Levels of Moral Development and 
Dabrowski's Theory of Positive Integration 

Kohlberg 

Preconventional 
—Obedience and Punishment Orientation 
Judgments determined by fear of 
punishment 

—Instrumental Relativist Orientation 
Judgments based on reciprocity prin
ciple/ philosophy of personal gain 

Conventional 
—Interpersonal Concordance 
Judgment based on desire for 
approval from others 

—Law and Order Orientation 
Judgment based on maintaining 
socially accepted perceptions of 
"right" and "wrong" 

Postconventional, Principled Level 
—Social Contract Legalistic Orientation 
Judgments determined by individual 
rights, principles held by society 
as just and proper 

—Universal Ethical Principled Orientation 
Judgments based on internal percep
tions of universal ethics 

Dabrowski 

Level I 
—Primary Integration 
Orientation centered on external 
standards, self-interest as primary 
motive, lack of feeling of insight 
for others 

Level II 
—Unilevel Disintegration 
Dependence on social opinion; change
able and contradicting courses of 
action 

Level III 
—Spontaneous Multilevel Disintegration 
Conflict between "what is" and "what 
ought to be"; strong appreciation and 
defense of individual values and the 
values of each individual 



Table 3, continued 

Kohlberg Dabrowski 

Level IV 
—Organized Multilevel Disintegration 
Conscious choice in the development 
of inner standards; transcending age 
related changes and personality 
traits; strong sense of universal 
values 

Level V 
—Secondary Integration 
Feelings of universal compassion, 
total dedication to the service of 
others 
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personality characteristics must be present. This idea is supported by 

the fact that Dabrowski and Kohlberg parallel each other until 

Dabrowski's third level, which is the point where a conscious choice to 

change occurs. According to Dabrowski (1964), most of the human race 

never goes beyond level II, so it would only be natural that studies of 

Kohlberg's stages of development would reveal an overabundance of people 

who reach stage 4 and never progress to the higher stages, as they would 

if moral development were actually related to age. 

Finally, the two theories diverge on the emphasis of cognitive 

versus emotional basis for development. Kohlberg's paradigm is an off

shoot of Jean Piaget's theory of cognitive development, and thus works 

from the assumption that all actions and behaviors spring from a cogni

tive source. Dabrowski, on the other hand, maintained that emotions are 

the basis of all other kinds of development. There is a substantial 

amount of literature which asserts that emotions do precede intellectual 

functioning. Most notable among these is the work of Langer (1953, 

1967) and Clynes (1970, 1977). According to Langer's theory, emotions 

encompass the entire realm of human experience and have a definite and 

distinct form, including intellectual thought. Langer (1953, p. 302) 

describes thought as a process in which intense emotional responses are 

connected with the intellectual process: 

The feeling that naturally adheres in studious thinking, 
the growing intensity of a problem as it becomes more and 
more complex, and at the same time more definite and 
"thinkable" until the demand for the answer is urgent, 
touched with impatience; the holding back of assent as the 
explanation, and the expansion of consciousness in new 
knowledge. 
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Clynes developed a process whereby the expression of various 

feelings could be recorded as they occurred. In the process of his 

studies, Clynes found that each form of feeling had a distinct form 

which makes it distinguishable from other kinds of feeling. Intellec

tual processes were found to be one of these forms of feeling. 

Piechowski (1980, p. 4) described what form this intellectual expres

sion takes: 

This [intellectual fascination] is what we respond to when 
we find an argument elegant and the idea and its presenta
tion inspiring. It is this kind of feeling that Bronowski 
conveys in his series, "The Ascent of Man," in which the 
love of knowledge and the love of the opportunity to partici
pate in its creation he so movingly presents. 

The person who actively pursues intellectual activities, then, has an 

emotional base at the heart of his/her response. 

Thus, the theories of Kohlberg and Dabrowski are more dissimilar 

than they appear to be at first glance. Dabrowski, however, seems to be 

the more complete of the two, filling in gaps left by Kohlberg, and 

providing a convincing explanation for the inconsistencies between 

Kohlberg's theory and the findings presented in research on the levels 

of moral development. 

Another theory which approximates Dabrowski*s TPD is Maslow's 

motives for self-development and self-actualization. Maslow perceived 

of development in terms of meeting a hierarchy of needs, beginning with 

physical needs and progressing to needs of self-fulfillment. As in TPD, 

Maslow's hierarchy is not age-related. There is no specific point in 

time or level of mental functioning at which one moves from one set of 

needs to the next. The Theory of Positive Disintegration and Maslow's 

hierarchy of needs are paralleled in Table 4. 



Table 4. A Comparison of the Theories of Maslow and Dabrowski 

Maslow Dabrowski 

Physiological Needs 
—Food, clothing, shelter 
basic survival needs 

Level I 
—Primary Integration 
Orientation centered on external 
standards, self-interest as primary 
motive, lack of feeling of insight 
for others 

Safety Needs 
—Physical safety, fear of 
threatening situations 

Belongingness Needs 
—Socialization, need to be identified 
with society, may lead to conformity 
to societal norms 

Level II 
—Unilevel Disintegration 
Dependence on social opinion; change
able and contradicting courses of 
action 

Esteem Needs 
—Need for affection and respect 
from a specific group of people 

Level III 
—Spontaneous Multilevel Disintegration 
Conflict between "what is" and "what 
ought to be"; strong appreciation and 
defense of individual values and the 
values of each individual (No parallel 
in the direct hierarchy of Maslow, 
connected to "metaneeds") 



Table 4, continued 

Maslow Dabrowski 

Self-Actualization 
—Trusting self; non-conforming; 
responsible for own actions, 
"peak experiences" 

Level IV 
—Organized Multilevel Disintegration 
Conscious choice in the development 
of inner standards; transcending 
age related changes and personality 
traits; strong sense of universal 
values 

Level V 
—Secondary Integration 
Feelings of universal compassion, 
total dedication to the service of 
others 
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Like Dabrowski, Maslow conceived of a level of self-

actualization where people experience a communion with nature, a feeling 

of being complete, and at one with the human race. These peak experi

ences are a key connector between Maslow and Dabrowski's Level IV: 

Level four is characterized by Maslow's term of self-
actualization. The level four person not only has a recog
nition of a hierarchical set of values but also a clear 
conception of that set in three worlds: personal, social, 
and physical; .... The authentic self is known to the 
person because of a strong operating subject-object in one's 
self; the self-analysis and auto education of one's self as 
a true self and true to one's self (Falk, 1982, p. 7). 

The parallels between the two theories go beyond the comparison 

of stages presented in the above table. Maslow, in his explanation of 

his paradigm, referred to "metaneeds" and "metapathologies." These two 

elements stand outside of the five motives for development. Metaneeds 

refer to desires for justice, wisdom, truth, and order. These needs 

are pursued separately from the hierarchy of needs when and as the per

son's talents and life circumstances permit. If these needs are not 

met, metapathologies may develop. The metapathologies include lowering 

of self-esteem and a lessening of self-actualization, alienation and 

cynicism. 

The similarities between Maslow's hierarchy and Dabrowski's 

TPD are easy to appreciate. But, like Kohlberg's description of moral 

development, these similarities are muted after an examination is made 

of the finer detail of the theories. 

While Dabrowski's levels of emotional development deal directly 

with the pursuit of the individual towards the greater good of the human 

race, this is not included in Maslow's list of needs. Instead, Maslow 
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concentrates on the fulfillment of self-needs, and not on the self-

sacrifices made by a few for the good of the whole. Even though Maslow 

refers to "peak experiences" and a unity of the soul along with commu

nion with others, this is never connected to any kind of action. A 

sense of oneness is all that is essential for Maslow's paradigm, not a 

need to improve the nature of that oneness. The desire to fulfill 

"metaneeds" is contingent upon the previous satisfaction of personal 

needs. This does not account for the self-sacrifice of people such as 

Dag Hammerskjold, Martin Luther King, and Sister Theresa, who conscious

ly gave up their lower needs in order to provide assistance to a world 

in need. According to Maslow's theory, this would be impossible as 

higher needs cannot be pursued unless lower needs are already met. 

Similarly, the metapathologies of Maslow's theory are considered 

a breaking down of self-security as a result of the failure to meet 

metaneeds. In Dabrowski's theory, these feelings of malcontent are con

sidered a positive maladjustment, a discontent with a desire to move 

toward contentedness. To Maslow, the feelings represent a failure, to 

Dabrowski, they are the seeds of success. 

The fact that Maslow stops his hierarchy with self-actualization 

and the negative aspects of metapathologies combine to form the place 

where the two theories diverge most radically. Where Maslow ends his 

development with the fulfillment of self, Dabrowski goes on to combine 

the peripheral "metapathologies," now dynamisms, with the need to co

alesce both the individual self and the human self and develops from 

these persons who have contributed most to the ethical development of 

the human race. 
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A final breaking point between Maslow and Dabrowski is in the 

transition from one stage to the next. According to Maslow, the needs 

of one level must be met before the next level may be approached. 

Thus, each stage subsumed the elements of the levels below. Dabrowski, 

on the other hand, saw the transition from one stage to the next as a 

complete breakdown of the elements of the lower level, which are then 

replaced by the new and higher level. Again, the discontinuous nature 

of Dabrowski's theory helps to account for the fact that certain sorts 

of needs can be discarded at the higher levels of development. 

Thus, once again, Dabrowski1s theory seems to provide a more 

complete explanation of development, both because it includes the ten

dency of certain individuals to actively work toward improvements in 

society, and because it can account for the voluntary sacrifices that 

these people make. 

Dabrowski and Giftedness 

It is positive, multilevel disintegration and the ability to 

reach the higher levels of development which Dabrowski associated with 

giftedness. Indeed, those experts in the field of education of the 

gifted who tend to focus on the deeper structure of the giftedness 

rather than the overt surface traits have reported tendencies which 

closely parallel the characteristics of the three higher levels of 

development. Table 5 parallels the characteristics reported by Clark 

(1979) and by Getzels and Jackson (1975), and the three higher levels 

of TPD. 
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Table 5. A Comparison of the High Levels in TPD 
with Characteristics of Giftedness 

Level of Development Characteristics of Gifted 

Level III 

1) Frustration with what is 
lacking in one *s own 
moral structure 

2) Appreciation of moral 
values 

3) Conflict between what is 
and what should be 

1) Strong need for consistency 
between abstract values and 
personal actions 

2) Perception and admission to 
his own shortcomings 

Level IV 
1) Adherence to one's ideal 

of development 

2) Assumption of tasks for 
the sake of others 

3) Sense of universal 
values 

Level V 
1) Universal compassion 

2) Dedication to the 
service of others 

3) Realization of person
ality ideal 

4) What ought to be equals 
what is 

1) Stands against public sentiment 
when such sentiment threatens 
to compromise his values 

2) Identifies with humanity beyond 
the immediate confines of his 
own group 

3) Seeks solutions to social and 
environmental problems 

4) Exhibits idealism and sense of 
justice which appear at an 
early age 

1) Involvement with the metaneeds 
of society (justice, truth) 

2) Early involvement and concern 
for intuitive knowing and meta
physical ideas and phenomena 

3) Advanced levels of moral 
judgment 

4) Chooses ethical rather than the 
expedient alternative when 
faced with an interpersonal 
dilemma 

5) Holds to personal ideals trans
cending such qualities as 
appearance and social accept
ability 
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Because the theory deals directly with the development of people 

with higher than usual capabilities, those we usually call gifted, there 

are many ways in which the field of education of the gifted could bene

fit from its unique perspective. Colangelo (1980, p. 6) explained the 

connection of TPD to gifted persons: 

We need to move from viewing high ability as simply in an 
area—for instance, math, science, painting—and begin to 
look at the underlying structures and attributes that make 
it possible for people to develop at a high level. TPD 
describes development as going from lower to higher levels, 
as moving from external to internal control, from impulse 
to reflection, from sociability to empathy and compassion, 
from social norm to the ideal, from relative to universal 
values, from competition to service to others, from posses
sive and security seeking love to all embracing love. 

Thus, through the use of a theory such as TPD, it is possible 

that professionals in the field can come to a new understanding of gift-

edness; one which deals not with the behaviors we see in gifted chil

dren, but with what causes these behaviors. Because TPD offers not only 

a philosophic explanation of what causes the unique behaviors of the 

gifted, but also a practical means to measure these causal factors, the 

theory is important as a catalyst for identifying giftedness as well as 

explaining its composition. 

Overexcitabilities 

The most important connection between gifted children and TPD 

is the concept of overexcitabilities (OEs), for although specific levels 

of development cannot be determined until adulthood, indicators of 

potential for higher levels of development can be assessed through an 

analysis of OEs. 
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Overexcitabilities have been defined as: 

the tendencies of individuals to overreact to stimuli by 
adding an individual component to the stimuli. This 
individual component may be in one or more of five areas: 
psychomotor, sensual, imaginational, intellectual, or emo
tional. The overexcitabilities are, in effect, the styles 
by which the individual processes and adds to the stimuli 
from the external world (Falk, 1982, p. 3). 

It is important to understand that this is a physiological and not a 

psychological response to the environment: an overexcitability is an 

elevated neural response, when synapse responses are faster, allowing 

for the intake of more information at a faster rate. This accelerated 

processing of information causes a build-up of inner energies, result

ing in psychic tension, creating a need for some sort of overt expres

sion of this tension. The expression of OEs, then, could be said to 

follow a well known theory of physics: for every action, there is an 

equal and opposite reaction. A person who has the ability to process a 

great deal of information is barraged by stimuli from the environment 

almost continually. The only way this individual has to release some 

of the tension which has built up as a result of this information over

load is to release it in one of the five OEs. 

Another way to think of OEs v;ould be to liken them to a machine 

which shapes clay (see Figure 1). The lump of clay is the stimuli which 

is being pressed into the machine, with the object being to get as much 

clay through the machine as possible. The machine, representing the 

brain reacts by releasing some of the clay. However, the clay does not 

remain in the same shape; instead, it has been reshaped by the disk in 

the machine. The disk, then, is the particular kind of OE, or the 

"individual component" which a person adds to the stimuli. Just as the 



Figure 1. An Illustration of the Processing of Stimulus Through an Overexcitability Channel 

Overexcitabilities could be said to be like a clay extruder toy: the clay represents the stimu
lus entering the brain; the machine represents the brain; and tne holes in the oblong disk repre
sent the modes of OE which are expressed. \vhen a large amount of stimulus is pressed into the 
brain, the resulting pressure necessitates the outward expression of the energy, but only in a 
form determined by the mode(s) of OE present in the individual's psychic make-up; just as the 
pressure places on the clay inside the machine results in the release of some clay, but only in 
the form of the hole currently in front of the opening. 

N 
w 
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clay will not come out in the shape of a square if the disk has a star 

pattern, so a person will not perceive stimuli in a psychomotor mode if 

he or she has sensual, Intellectual, and/or Emotional OEs. 

Although this example is technically accurate, it is somewhat 

simplified. There are several points which must be kept in mind when 

considering OEs: 

1. People tend to have "multi-slotted" disks. It is rare that 

a person will exhibit OEs in only one area. They are more likely to 

occur in some combination. This set of perceptual tendencies is a con

stant in a person's psychic make-up: "Overexcitabilities, like tempera

ment, are constitutional dimensions of the individual, which are 

consistent across situations, are relatively stable and indicate the 

style of behavior" (Falk, 1982, p. 3). 

2. OE refers to a tendency to show unusually strong reactions 

to stimuli in a given mode or set of modes. Needless to say, we all 

experience the world by processing information through the use of our 

senses, our heads, and our hearts. To this extent, we are all 

"excitable" in all five dimensions. To have an overexcitability is 

to show a strong and consistent reaction to the extent that even stimu

li which would not seem to coincide with an OE is nevertheless processed 

as such. For example, even though all people respond to love/affection 

emotionally, a person with a high level of Intellectual OE might react 

to this affection by analyzing the feeling, breaking down its compo

nents, and trying to figure whether or not these feelings are rational. 
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3. Overexcitability does not imply a neurological imbalance. 

The term "over" is often used in today's terminology to imply that 

there is too much of something—we are overweight, overworked, over

wrought, overdressed, overrated. To think of overexcitability in this 

respect would be to imply that there is something wrong with those with 

too much excitability, and thus feed back into the old myth of gifted 

people as misfits and imbalanced. Rather than to think of OE as too 

much excitability, it is more accurate to think of it as being "above 

and beyond" excitability. There is nothing wrong with people who have 

overexcitabilities. They simply have more of what is right. 

Each of the OEs is associated with a specific set of overt, 

observable group of traits or behavior tendencies. In his comprehensive 

discussion of the theory, Piechowski (1975) outlined the unique set of 

characteristics associated with each OE. The characteristics are pro

vided in Table 6. These observable sets of characteristics are what 

make OEs a measurable factor in the Theory of Positive Disintegration, 

and a way of assessing developmental potential. 

Developmental potential is dependent to some extent upon the 

variety and strength of OEs in an individual's psychic make-up. Vari

ety is important in determining potential to gain access to the higher 

levels on the hierarchy; a predominance of psychomotor and Sensual OE 

in the absence of the other three limits development to the first two 

levels, and strong Emotional and Intellectual OEs are necessary to reach 

the highest level of emotional development. Strength of OE determines 

the degree to which a person experiences psychic tension, the amount of 

stimuli which they process as they observe the world around them. A 
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Table 6. A Description of the Five Modes of Overexcitability 

Mode Description 

Psychomotor Psychomotor overexcitability appears to be a function 
of an organic excess of energy or simply an excessive 
excitability of the neuromuscular system. It mani
fests itself, for example, in rapid talk, violent 
games, intense athletic activities, pressure for 
action. Enhanced neuromuscular excitability facili
tates transfer of emotional tension to psychomotor 
forms of expression. Emotional excitement or stress 
is converted into gesticulation, pacing, throwing 
objects, wanderlust, rapid talk, chain smoking. 

Sensual Sensual overexcitability appears to be a function of 
heightened experiencing of sensory pleasure, which may 
be manifested as a need for comfort luxury, stereo
typed or refined beauty, fashions, variety of sexual 
experiences, numerous superficial relationships with 
others. Overeating or excessive sexual stimulation 
are the most common examples of transfer of emotional 
tension to sensual forms of expression. 

Imaginational Imaginational overexcitability in its "pure" form 
manifests itself through rich association of images 
and impressions, inventiveness, use of image and meta
phor in verbal expression, strong and sharp visualiza
tion. In its less pure form, emotional tension is 
transferred to dreams, nightmares, mixing of truth and 
fiction, fears of the unknown, or vividly visualized 
emissaries of fear. 

Intellectual Intellectual overexcitability is manifested in the 
persistence to ask probing questions, avidity for 
knowledge, analysis, theoretical thinking, reverence 
for logic, preoccupation with theoretical problems. 
Intellectual overexcitability, in contrast to the 
first three forms, does not manifest the transfer of 
emotional tension to intellectual activity under dis
tinct forms. When intellectual and emotional pro
cesses of high intensity occur together, it always 
seems possible to separate the intellectual from the 
emotional component. 
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Table 6, continued 

Mode Description 

Emotional Emotional overexcitability is a function of experi
encing emotional relationships. The relationships 
can manifest as strong attachment to persons, living 
things, or places. From the point of view presented 
here, intensity of feelings and display of emotions 
alone are not developmentally significant unless the 
experiential aspect of relationship is present. This 
distinction is very important. For example, when a 
child is refused candy he may throw a temper tantrum 
to show his anger. Or, he may go away sad thinking 
he is not loved. In the first case, we have only a 
display of emotion, in the second a relationship. 
The manifestations of emotional overexcitability in
clude inhibition (timidity and shyness), excitation 
(enthusiasm), strong affective memory, concern for 
death, fears, anxieties, depressions, feelings of 
loneliness, need for security, concern for others. 
Relationships of friendship and love are developed 
usually with very few persons, and in extreme cases 
with only one. For an "emotional" person, as.defined 
here, such an exclusive relationship may be the only 
source of meaning in life. 

(Piechowski, 1975, pp. 25-258) 
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person with strong OEs will see more and see it in more depth than will 

a person with weak OEs. To go back to the clay machine example, a per

son who has disks which have large openings will accommodate more clay 

and will do so more quickly than will a person whose disk is narrow. 

This ability to process a great deal of information quickly is 

associated with giftedness; indeed, this is one of the most basic char

acteristics of giftedness. This is not where the parallel ends, though. 

Dabrowski first noted the tendency for gifted children to see the world 

through specific modes (OEs) in a study he conducted in 1972, through 

the observation of 60 gifted children, 30 of whom were intellectually 

gifted, and 30 who were artistically gifted. As a result of his obser

vation of these gifted children, Dabrowski (1972, p. 205) noted: "Every 

one of the children investigated showed considerable psychomotor, sen

sual, affectional, imaginational, and intellectual mental overexcitabil-

ity." 

One does not have to rely upon the TPD literature to see evi

dence of a tendency to see the world through specific modes, or OEs. 

The reported literature in the field of education of the gifted is re

plete with examples of this phenomenon. Consider, for example, the 

description which Krutetskii (1976, p. 302) gives of the mathematically 

gifted children he studied: 

Our observations show that in very mathematically gifted 
pupils a unique organization of the mind, which we shall 
call a mathematical cast, acquires a noticeable develop
ment .... It is expressed in a striving to make the 
phenomena of the environment mathematical, in a constant 
urge to pay attention to the mathematical aspect of 
phenomena, to notice spatial and quantitative relation
ships, bonds and functional dependencies everywhere—in 
short, to see the world "through mathematical eyes." 



Figure 2. An Illustration of the Presence 
of Multiple Forms of Overexcitability 
in an Individual's Psychic Hake-up 

People usually respond to the environ
ment through more than one form of 
overexcitability. In the clay extruder 
example , it would be as though the clay 
(stimulus) was being pressed by the 
machine (brain) through several different 
shaped holes (forms of OE) simultaneously. 

0 0 ' D 

Figure 3. An Illustration of the Differ
ent Strengths in TtJhich Over
excitabilities are Expressed 

Overexcitabilities are not expressed in 
uniform intensity in an individual's 
psychic make-up. Just as the holes 
through which the clay is pressed through 
the extruder fttay be larg e or small, 
so a person may have astronger intensity 
of some modes of the OE than in others. 

N 
1..0 
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This tendency to see the world through a specific mode is not 

just characteristic of the intellectually gifted. Creative people 

often speak of their ability to perceive a different, or piore complete, 

reality. Consider, for example, Paul Engle's (1964, pp. 234-235) 

description of the writing process: 

There is no such thing as material by itself, apart from 
the way in which a person sees it, feels toward it, and is 
able to give it organized form and expression in words. 
For a writer, form is a part of content, affecting it, 
realizing it. A man may go through the most dramatic and 
horrible experiences in war, but actually draw out of them 
less "material" for writing than shy Emily Dickinson in 
the second floor of an Amherst house, lowering notes out 
of the window and thinking gently of death. 

The pervasiveness of this effect becomes easier to see when 

the characteristics of the gifted and some of the indicators of OEs are 

set side by side. In Table 7, the indicators of the five modes of OE 

are compared with the characteristics of gifted students (Clark, 1979; 

Renzulli et al.f 1976). When compared, the similarities between the 

two lists cannot be denied. Thus, if these indicators of OEs can be 

observed and measured, they can make a significant contribution to the 

identification of gifted children. 

Research on OEs 

Although the Theory of Positive Disintegration first appeared 

in 1938, and has been the focal point of many theoretical investiga

tions, only in the past decade has systematic empirical research been 

done to support the theory's basic premises. 

A key to the study of TPD is the measurement of the levels of 

OE in different individuals. For this reason, researchers found it 



Table 7. A Comparison of the Characteristics of Overexcitability and Giftedness 

Overexcitability Overexcitability Characteristic Gifted Characteristic 

Intellectual 1) Introspection 1) Rapid insight into cause-effect 
Overexcitability 2) Sustained intellectual relationships 

effort 2) Advanced comprehension 
3) Analytical reasoning 3) Persistent, goal directed 
4) Moral thinking behavior 
5) Hierarchy of values 4) Early ability to use and form 
6) Reflection conceptual frameworks 
7) Problem solving behavior 5) Ability to see diverse and 

unusual relationships 

Emotional 1) Extremes of feeling 1) Unusual sensitivity to others 
Overexcitability 2) Intense feelings of rela 2) Heightened self-awareness 

tionship with others 3) Unusual emotional depth and 
3) Self-evaluation; self- intensity 

judgment 4) Large accumulation of informa
4) Affective memory tion about emotions 
5) Empathy 
6) Loneliness 

Imaginational 1) Daydreaming 1) Sophisticated sense of humor 
Overexcitability 2) Visual recall 2) Intellectual playfulness; 

3) Sense of humor fantasizes 
4) Enjoyment of fantasy and 3) Heightened capacity for seeing 

invention unusual and diverse relation-
ships 



Table 7, continued 

Overexcitability Overexcitability Characteristic Gifted Characteristic 

Sensual 1) Admiration of the arts, 1) Keen and alert observer 
Overexcitability nature 2) Curious 

2) Enjoyment of diverse tastes 3) Sensitive to beauty 
of foods 4) Heightened sensory awareness 

3) Extremely sensitive to senses 5) Ability to get more out of a 
and sensual awareness story, film, poem, etc. 

Psychomotor 
Overexcitability 

1) Excess energy 
2) Love of sports 
3) Nervous habits 
4) Workoholism 
5) Competitive 
6) Hyperactivity 

1) Ability to excell in athletic 
activity 

2) Ability to walk at early age 
3) Better coordinated than peers 



necessary to develop some sort of instrument which would elicit indi

cators of OEs from a given population. What resulted was the Over-

excitability Questionnaire (OEQ), a 21 item free-response questionnaire. 

The original version of the OEQ was based on the survey of the autobio

graphical material of six persons, four of whom were identified as 

gifted, plus the autobiographical profile of the author and philosopher 

Antoine de Sainte-Exupery. From this material, 433 instances of OE were 

identified and then grouped into categories (Piechowski, 1973). Based 

on these categories, a set of 46 open-ended questions was formulated and 

used as the original OEQ, A revised 41-item questionnaire was the basis 

of several studies, most notably Lysy (1979) and Robert and Piechowski 

(1980). Robert and Piechowski's investigations of the 41-item battery 

centered upon types of OE responses, and did not bear directly upon the 

structure of the questionnaire; however, Lysy's study included an analy

sis of the questions and led to yet another revision of the instrument. 

What Lysy found was that the indicated OEs in her subjects' responses 

were very heavily Emotional OE oriented, suggesting to her that the 

questionnaire had a disproportionate number of questions aimed at 

eliciting Emotional responses. Upon analysis, she found that 24 of the 

41 questions did not adequately distinguish true OE responses, so these 

were eliminated. What remains is the 21 item free-response battery 

which is used in the study of OEs in adult populations. 

Even though the instrument has remained relatively constant 

over the past three years, a very important change has taken place in 

the scoring procedure. Originally, each question was scored on a 0-1 

basis, only indicating the presence or lack of any of the five 
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categories of OE per question. No indication of intensity of the OE 

was included in the rating. Realizing that this was not an accurate or 

fair evaluation of the responses to the questionnaire, the rating pro

cedure was changed to a 0-3 scale, ranging from 0 (no indication of OE) 

to 3 (intense level of a specific OE). This rating system is explained 

in more detail in Chapter Two. 

One of the landmark studies which was conducted using the OEQ 

was the study of the OE profiles of normal and gifted adults by 

Silverman and Ellsworth (1980). In this study, 31 gifted persons re

sponded to the OEQ. Subjects were either members of Mensa, an organiza

tion for those with high intellectual ability; had formerly been-

enrolled in a class for the gifted; had an unusually high GRE, SAT, or 

IQ score; or had been recognized in one of the fields of the arts. 

These questionnaires were rated and compared to a previously gathered 

group of OEQs which were collected from a group of graduate students 

{Lysy, 1979). The results of this study were the following: 

1) The gifted population studied exhibited high degrees of 
overexcitability which would indicate developmental 
potential for multilevel development. 

2) Emotional overexcitability in these respondents was 
equal to intellectual overexcitability, another indi
cator of multilevel potential. 

3) All levels of overexcitability were higher than would 
be anticipated within the general population. 

4) In comparison with a college educated group, fifty 
percent of whom were counseling psychologists, the 
gifted were substantially higher in intellectual, 
imaginational, and emotional overexcitabilities. 
They were also slightly higher in sensual overexcit
ability (Silverman and Ellsworth, 1982, p. 6). 
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On the basis of these results, the researchers concluded that the gifted 

population has a greater developmental potential than a normal popula

tion, and that both intellectual and emotional OEs play a large role in 

the identification of giftedness. 

Although these findings were very revealing, no statistical 

measures were conducted to determine if there was a significant differ

ence between the two groups. Other studies have since been conducted 

which include not only statistical analysis of the data from the study 

by Silverman and Ellsworth, but additional data as well. Piechowski 

et al. (1982) conducted an analysis of the difference between the pro

files of the gifted and normal populations in the Silverman and 

Ellsworth study along with the.OE profiles of 13 gifted artists. The 

data were analyzed by means of the Mann-Whitney Critical U, and re

vealed the following differences between the two groups: 

1. The artists were significantly higher than intellectually 

gifted in imaginational (p <.001) and Emotional (p <.024) 

OEs, but not on intellectual OEs, although there was a large 

difference in favor of the intellectual group (p <.068). 

2. The artists scored significantly higher levels of Emotional 

(p <.0002), Imaginational (pc.OOO), Intellectual (p<.032), 

and Sensual OE (p <.012) when compared to the group of normal 

adult graduate students. 

3. The intellectually gifted population scored higher than the 

population of normal adults on Emotional (p <.010) and Intel

lectual (p <„000) OEs. 



36 

Piechowski et al. (1982, pp. 3-4) concluded from these results 

that, 

The artists are much higher than graduate students on 
imaginational and emotional OEs; they are also higher in 
terms of sensual and intellectual OEs. The difference on 
S may be interpreted as the artists1 greater awareness of 
sensuous qualities and greater aliveness of sensual experi
encing. But their significantly higher score on intellec
tual OE underlines what they have in common with the 
intellectually gifted—a questioning mind. 

The authors continue to say, 

The unexpected result of the emotional dimension of the 
model being high in intellectually gifted as well as in 
the artists, underscores the importance of emotional 
endowment in the make-up of gifted people, . . . it 
stresses the need to study in more depth the emotional 
side of talent and the emotional needs of gifted children 
(Piechowski et al., 1982, p. 4). 

Another important implication which is reiterated in the re

sults of this and the previous study, as in many studies of this theory, 

is the fact that giftedness is multidimensional, and that no matter what 

specific area is the strongest for any particular individual, many other 

types of cognitive and emotional factors contribute to the psychic make

up of that person. This is an aspect of giftedness which many experts 

in the field have long held to be true. Lewis Terman, in his longitu

dinal study of intellectually gifted people, found that intellectual 

superiority was not the only characteristic which separated his subjects 

from the general population. In addition to their above average intel

lectual ability, Terman and Oden (1947, pp. 23-24) also found that their 

subjects were different in the following respects; 

1. The average member of our group is a slightly better 
physical specimen. 
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2. The superiority of gifted over unselected children 
was greater in reading, language usage, arithmetic 
reasoning, science, literature and the arts. 

3. The interests of gifted children are many-sided and 
spontaneous/ they . . . read more and better books 
than the average child. At the same time they make 
numerous collections, cultivate many kinds of hobbies. 

4. They are more trustworthy when under temptation to 
cheat; their character preferences and social atti
tudes are more wholesome. 

5. The deviation of the gifted subjects from the general
ity is in the upward direction for nearly all traits. 

Here we see all of the multidimensional traits which were also 

indicated in the study of OEs: diverse interests, high emotional devel

opment to correspond with intellectual superiority; and a tendency for 

superiority to be expressed in more than one mode simultaneously. 

Gallagher (1975, p. 26) also pointed out the multidimensional aspects 

of giftedness, and especially how the concept of what has been con

sidered "gifted" has expanded over the past several years: 

Until the middle 1960's the operational definition of 
giftedness was a rather straightforward one. It included 
those children who performed in an advanced fashion on 
measures of verbal development and logical thinking as 
measured by standard IQ tests .... In the late 1960's, 
a genuine societal change began, marked by our increasing 
concern about the nature of artistic excellence, moral 
behavior, and . . . creativity. We wished to add these 
dimensions to the definition of giftedness, and the result 
of those additions is contained in the broader statement 
of a gifted child. 

One of the most important contributions which could be made by 

the Theory of Positive Disintegration and the measure of OEs is by pro

viding a means not only to observe the multifacetedness of the gifted 

person, but to determine the areas in which giftedness is expressed, 

and to measure the intensity of these dimensions. Until this time, 
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experts have asserted these differences without having a consistent and 

reliable means of assessing that which they so readily observed. 

Again, the characteristics of creativity which relate to open

ness to experience and a willingness to leave themselves prone to new 

elements in the environment directly relate to the concept of OEs. The 

ability to take in more of what the world offers in stimulus is tied 

into the heightened neural response of the OEs. 

Measures of Overexcitability 

The written OEQ proved to be quite effective in eliciting indi

cators of OEs in adult populations; however, as children below the age 

of 13 generally lack either the motivation, the interest, or the abil

ity to complete such a long and in-depth survey, alternative question

naires have been developed for these populations. Preschool children 

are rated by use of the Parent Questionnaire developed by Silverman and 

Rogers (Silverman, in press). This questionnaire consists of an 

absolute rating scale, with opportunity for the respondents to elaborate 

on each of the items on the questionnaire. Several preliminary studies 

have been conducted using the Parent Questionnaire. In one of these 

studies, Silverman (in press) found that 12 of 16 parents of private 

school students reported incidents of compassion in their children be

fore the age of four. In a second study of parental response, 97% of 

40 gifted children whose parents completed the Parent Questionnaire were 

reported to have a predominance of emotional OE (Silverman, in press). 

Finally, a study was conducted in which Parent Questionnaires on 80 

gifted children were collected. In these questionnaires, 45 of the 80 
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children were described in terms of being extremely sensitive, and 

eight were said to show signs of perfectionism (Silverman, in 

press). 

These preliminary results all lead to the conclusion that OEs 

are innate predispositions, just as the theory states- Dabrowski is 

not the only researcher to assert that early signs of activity can be an 

indicator of giftedness. Consider the following statement made by the 

mother of a gifted child (reported in Bergman, 1979, pp. 183-184): 

During the first pregnancy my unborn child was very active. 
Not having any experience with pregnancy, I did not think 
it unusual. After his birth his high level of activity was 
very noticeable. My pediatrician wanted to readmit him to 
the hospital for examination and tests because he felt the 
child should be on medication. I had a hard time accepting 
such an idea that such a tiny baby should be, in essence, on 
tranquilizers. I changed doctors and the second doctor con
cluded nothing was wrong and the child should not be on 
medication. Interestingly, he told me that many babies born 
to women after World War II exhibited this extremely high 
level of activity. He also suggested that many of these 
babies grew up to be very intelligent. Our son lived up to 
these expectations. 

This very graphic illustration again leads to the conclusion that this 

is a trait which is innate, and not connected with increased energy. 

The increased ability to interact with the environment is an inborn 

tendency, and can be seen at a very early age. Other researchers have 

connected energy level (or psychic tension) to the highly creative 

(Getzels and Jackson, 1975) and to motivation (Bergman, 1979). 

The most recent addition to the measures of OEs in children is 

the use of an oral interview. The questions in the interview are sim

plified revisions of the questions on the OEQ. The oral question-

response format was chosen for use with children younger than 13 
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because it was thought that more complete responses might be elicited 

in this manner than by the written OEQ. The oral questionnaire has 

additional advantages: 1) it allows a chance for the interviewer to 

clear up vague issues in terminology, or unclear responses? 2) the 

interviewer can ask the child to add more information to make sure that 

the response is as complete as possible; and 3) the oral interview takes 

less time to complete, an important consideration when children are 

being taken out of their classroom to be interviewed. The oral inter

view is very much an in-process instrument and no studies have yet been 

published using the results of an oral interview technique, although 

there is data in preparation (Piechowski, in preparation). As a pre

liminary report of the data indicated that the oral OEQ may elicit 

richer responses from children, this was the instrument chosen to use 

in conducting the current research. 

Creativity and Dabrowski 

So far a great deal of space has been devoted to TPD, its 

development and an explanation of its different parts. However, as this 

study deals with the theory as it related to creativity in children, it 

is important to review the basic tenets of creativity and the aspects of 

creativity which might lead one to think that a study of OEs might re

veal creative potential. 

First, what is creativity? This very basic question has raised 

more confusion and disagreement, and resulted in more definitions than 

perhaps any other area in the field. However, even though a universal 

definition of creativity seems to remain an elusive enigma, there are 
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many personality characteristics and behavior traits which seem to be 

widely accepted as representative of creativity. So, rather than de

fining creativity by a stock definition, perhaps it would be more use

ful to define creativity via the characteristics with which it is 

associated. Davis and Rimm (1977) compiled data on the characteristics 

of creativity from several sources and came up with a set of several 

traits most often associated with creative persons: 

1. He or she is high in self-confidence and independence 
and is more willing than average to take a creative 
risk. 

2. The creative individual typically is quite conscious 
of her or his tendencies towards nonconformity and 
creativeness. 

3. An unusually high energy level, spontaneity, adventurous-
ness, and "sensation seeking" tendency also are common— 
perhaps absolutely essential—among the highly creative. 

4. A related trait is the characteristic preference for 
complexity and attraction to the mysterious. The crea
tive individual usually prefers asymmetrical, imbalanced 
types of drawings. 

5. A childlike playfulness and good sense of humor reason
ably contribute to creativeness. 

6. More serious traits of idealism and reflectiveness are 
also common. More than average, the creative person 
ponders his role in the universe and the significance of 
his or her being. 

7. Artistic and aesthetic interests also are fairly strong. 
While the creative person need not be an accomplished 
actor, artist, or writer, a high interest is common and 
some amount of artistic, musical, or dramatic expression 
is not unusual (Davis and Rimm, 1977, pp. 546-548). 

Everyone in society benefits from the contributions made by 

creative people; however, the creative have not always enjoyed a 

valued place in society. In fact, even today, creative children are 
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often overlooked for special programs because of their willingness to 

try new ideas and change the status quo is seen as troublesome and 

negative rather than the result of a playful creative spirit. After 

all, it would be understandably hard for the untrained eye to recognize 

true giftedness in a person of this description: 

These people tend to be aloof, introspective, highly sensi
tive , moody and low in cheerfulness . . . given to much 
imagination they do not conform to social norms and may 
even appear asocial; because they do not seek approval, 
they seem self-sufficient. They play with things, they 
ask naive yet disconcerting questions .... They don't 
like to hurry and hate to be pushed . . , . To others they 
may seem to be getting nowhere because there is no apparent 
structure to their efforts; often the structure does not 
become visible until after the finish. Often they have 
difficulty letting go of a problem even after its finish 
. . . . The quality and meaningfulness of the final product 
is determined by their own judgment not someone else's—the 
market or the trends of the day. And in school, horror of 
horrors, their grades are uneven or altogether, bad, and it 
makes it hard to tell such pupils apart from those who fail 
to learn. What they learn and understand is often acquired 
in spite of schooling (In Piechowski, 1980, pp. 12-13, based 
on Getzels and Csikszentmihalyi, 1976). 

Several studies have documented the fact that teachers generally prefer 

their highly intelligent students over the highly creative in the 

classroom (Getzels and Jackson, 1962; Torrance, 1959). 

When did this negative attitude toward the creatively gifted 

begin? Negative associations with the creative spirit can be traced 

all the way back to Plato and the association of creativity with the 

Dionysian revelry: 

As the worshiping Corbantes are not in their senses when they 
dance, so the lyric poets are not in their senses when they 
make those lovely lyric poems. No, when once they launch into 
harmony and rhythm, they are seized with Bacchic transport, 
and are possessed—as the baccants, when possessed, draw milk 
and honey from the rivers, but not when in their senses. So 
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the sport of the lyric poet works, from their own report 
. . . for a poet is . . . never able to compose until he 
has become inspired, and is beside himself, and reason 
is no longer in him (Plato, in Rothenberg and Hausman, 
1981, p. 32). 

This negative attitude was reinforced in the 19th century by the 

research conclusions of the philosopher Ceasare Lombroso. Lombroso 

(1893, p. 361) centered his investigations on creativity to the connec

tion between genius and lunacy, leading him to assert that: "The fre

quency of genius among lunatics and of madmen among men of genius 

explains the fact that the destiny of nations has so often been in the 

hands of the insane." In a later study of the gifted persons of his 

time, Lombroso (1895) found that genius was associated with a lengthy, 

if uncomplimentary, list of traits including short stature, emaciation, 

double personality, stupidity, amnesia, lesions of the brain, stammer

ing, sterility, and vagabondage. Hardly the sort one would want for a 

next door neighbor. With this sort of "scientific documentation" of 

the connection between creativity and insanity, it is not surprising 

that the reputation of creative people as imbalanced or "weird" still 

echoes in many minds today. 

This connection between creativity and the more sordid and 

negative psychic tendencies was an issue of great concern to Dabrowski, 

especially as this destructive approach was in direct opposition to his 

more positive theory of emotional development. Dabrowski did not at

tempt to deny the fact that creative people sometimes go through emo

tional trauma or are sometimes somewhat disturbed, but he chose to 

regard these tendencies in a more positive light: 
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The ability to take a new and original approach to reality 
is particularly evident during the developmental stages of 
life and is often connected in some individuals with periods 
of emotional crisis, inner conflicts and difficult life 
experiences. 

Are creative people mentally healthy? A question phrased in 
this way has to be answered in the affirmative. They are not 
healthy according to the standard of the average individual, 
but they are healthy according to their unique personality 
norms and insofar as they show personality development; the 
acquiring and strengthening of new qualities in the realiza
tion of movement toward their personality ideal .... The 
attitudes of self-criticism, doubt, surprise, and disquietude 
are essentially healthy, and creative (Dabrowski, 1977, 
pp. 114-115). 

Dabrowski, then, saw the emotional disturbance associated with 

creativity not as an unhealthy deterioration toward insanity, but as a 

positive movement made by an individual toward a higher level, one where 

philosophical thought and moral reasoning are enhanced instead of dimin

ished. In fact, the creative instinct is referred to as one of the key 

factors in multilevel disintegration, the process of moving to a higher 

level of awareness. Dabrowski (1977, pp. 46-47) explains the connection 

between creativity and multilevel disintegration: 

Creativity comes to express the drama and tragedy, even the 
agony of human existence—on the one hand, the inexorable 
power of fate, humiliation, absence of grace {"no help from 
anywhere"), on the other hand, longing for ideal, inspiration, 
and a heroic struggle. The tensions of subjective experience 
ejqpress themselves in a need to find objective criteria for 
high human values. Hence, an existential opposition to, and 
struggle with, relativism of values. Characteristic examples 
of multilevel creativity are ancient Greek tragedies, 
Dostoievski's ''Crime and Punishment" as a demonstration of 
the rift between the higher and the lower, the art of Van 
Gogh, the chimeras of Notra Dame in Paris. Another important 
expression is a deeply emotional experience felt in relation
ships, such as between Desdemona and Othello, Ophelia and 
Hamlet, or the theme of friendship in E. M. Forster's Passage 
to India. The formation of a hierarchy of values out of 
personal experience and the fear that those values may not 



45 

survive are the themes of great existential poems and novels, 
religious dramas and tragedies extant in the history of liter
ature and art. Multilevel creativity is a manifestation of 
the conjunction of emotional, imaginational, and intellectual 
overexcitability, with emotional clearly being the strongest. 

It would seem, then, that people with strong creative abilities 

would logically have a greater awareness of their environment and thus 

be more likely to have a high OE profile than the general population. 

Again the characteristics of creativity which relate to openness to 

experience and a willingness to leave themselves available to new ele

ments in the environment directly relate to the concept of OEs. The 

ability to take in more of what the world offers is merely the outside 

ramification of the heightened synapse responses referred to as over-

excitabilities. 

A close scrutiny of the characteristics outlined by Davis and 

Rimm (1977) reveal several close parallels to the various OEs. For 

example, the third trait listed by Davis and Rimm, a high level of 

energy, can be directly related to psychic tension, especially psycho

motor. This can be further substantiated in several other reports: 

Goertzel and Goertzel (1962,, p. 27) , in their study of eminent people 

found among their diverse results that "Along with the drive for knowl

edge and achievement, there is often a physical drive in both the 

parents and the child." The same researchers later state that a "Lack 

of interest and psychic tension . . . implies a lack of creativity, 

imagination, and spontaneity. The comfortable and contented do not 

ordinarily become creative" (Goertzel and Goertzel, 1962, p. 131). 

Within this statement there is evidence that psychic tension, the same 

words used by Dabrowski to explain OEs, is considered a necessary 
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condition of creativity. The dynamisms associated with TPD are also 

alluded to, the necessary feeling of discomfort, the inner drive to 

change the state of existence as it currently stands seems to be neces

sary as "the comfortable and the contented do not ordinarly become 

creative." Finally, the above passage mentions two specific kinds of 

OE which might be related to creativity: intellectual, "a drive for 

knowledge and achievement" and psychomotor, "a physical drive in the 

child and the parents." Several other studies also cite similar in

stances of unusually high energy levels in relation to creativity 

(Prowys, 1934; White and Watts, 1973; Cox, 1926). 

Not only is the presence of energy necessary in order for an 

excitability to be an overexcitability, but there also must be an in

tensity of energy. This is supported in the creativity literature in a 

study by Tetenbaum and Houtz (1978) in which the role of affective 

traits was analyzed in tasks of creativity and problem-solving. The 

test scores of 127 children in grades 4 to 6 were correlated with the 

affective traits of locus of control, self-esteem, and tolerance for 

ambiguity. The results showed that a combination of locus of control 

and tolerance for ambiguity together accounted for 46% of the variance 

on the creativity and problem-solving tasks. Again, these results can 

be directly related to TPD: the locus of control related to Dabrowski's 

"autonomous factor" or the realization that a person is responsible for 

shaping the events in his/her life; and the tolerance for ambiguity can 

be related to the strength of the OE—the greater the tolerance for 

ambiguity, or intense the OE, the greater the possibility that creative 

behavior will be exhibited (Tetenbaum and Houtz, 1978). 
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Once it has been firmly established that creativity can indeed 

be linked to a high OE profile, there still remains the question of how 

these profiles might compare with those of persons who are intellectual

ly, rather than creatively gifted. Some indication of what could occur 

in such a comparison can be drawn from the results of a study conducted 

by Getzels and Jackson (1962) . When comparing the characteristics of 

high-creative, low-IQ students with high-IQ, low-creative students, 

Getzels and Jackson found that one of the most important distinguishing 

traits was that the highly creative children were more active and will

ing to take risks than the high IQ group, even though the high IQ chil

dren were more active than the low IQ children. Because the drive of 

creative children seems to be more intense than that of high IQ chil

dren, it could logically be expected that the order of intensity of OE 

profiles from high to low might be as follows: 

1. Creative students 

2. High academic achievers 

3. Normal students 

Adolescence 

The fact that all of the subjects in the study are 11-12 years 

old brings into play several interesting issues concerning the effect 

of early adolescence, or pre-adolescence on the results of the study. 

The physical and mental changes associated with this age are 

very well documented, but a brief recap of the major changes is given 

in Table 8 (de Brun, 1981; Flavell, 1977; Kohlberg, 1964). 
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Table 8. Characteristic Changes Associated with Adolescence 

Area of Change Characteristics 

Beginning Formal 
Operational Thought 

1) Movement from concrete to abstract 
thought 

2) Movement from what is real to what 
is possible 

3) Hypothesis formation and testing 
4) Reversibility (inversion and 

compensation) 

Psychosocial 1) Development of an individual identity 
2) Desire for independence 
3) Parent identification to peer 

identification 
4) Beginnings of heterosexual 

friendships/relationships 
5) Development of moral reasoning— 

performance based on peer approval 

Physiological 1) Growth spurt 
2) Development of secondary sexual 

characteristics 
3) Changes in the endocrine system 

With all of these changes facing the pre-adolescent, there is 

obviously a great deal of readjusting to be done. Thornburg (1974) 

outlined the basic tasks which the pre-adolescent must accept: 

1. Developing and organizing knowledge and concepts necessary 

for everyday functioning. 

2. Accepting increasing changes in one1s physique. 

3. Learning new social sex roles. 

4. Developing friendships with peers. 

5. Becoming an independent person. 

6. Developing elementary moral concepts and values. 
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Because the adolescent faces these tasks in a society which pro

motes later entry into the workforce and marriage well after puberty, 

and because society does not always adhere in reality to the philosophy 

to which it ascribes, he/she is often met with conflicts at every turn. 

Mitchell (1975) outlined the contradictions a child confronts when 

he/she enters pre-adolescence: 

1. To eschew sexual involvements even in the face of compelling 

physiological maturation and widespread moral decadence; 

2. To be independent while efforts in this direction attract 

disparaging remarks; 

3. To be ruled by his conscience while initiative is actively 

stifled and thwarted; 

4. To desist from double standards while men and women are seldom 

subjected to the same treatment or code of conduct; 

5. To abhor cheating while public utilities are being converted 

to private use with impunity. 

This would be quite a handful for anyone to take on, let alone 

children 11 to 12 years old. Therefore, it should not be surprising to 

find that there are many behavior changes which are associated with the 

child's attempts to adjust to his/her expanding mind and body, de Brun 

(1981, pp. 914-916) associated the behavior changes which can be linked 

to cognitive and physical changes in the pre-adolescent: 

The values and behaviors of preadolescents are extremely un
predictable. The child at this age vacillates between 
unquestioning obedience and headstrong challenging of parents. 
Several factors are involved in this seemingly inconsistent 
behavior. The child's values are undergoing alteration as a 
result of new experiences, independence, and intellectual 



50 

matur i t y  . . . .  The prea d o l e s c e n t  i s  n o t  con s t a n t l y  m o t i 
vated to achieve academically, with daydreaming a commonality 
in the classroom .... Erik Erikson has identified the 
schoolage period as one of industry; however, others are just 
beginning to tackle identity, the primary task of adolescence 
. . . . The concern with body, self-understanding, and the 
urge for independence have their origins within the pre
adolescent as well .... The preadolescent's concept of 
his/her own abilities and achievements will be directly re
flected in his/her capacities to perform. 

Other researchers have noted the overt changes associated with 

this period. Smith (1980) took a comprehensive poll of the interests 

of adolescents and found that, while interests varied somewhat, they 

tended to center around certain issues. The most frequently mentioned 

interests of the adolescents were the future, money, dating, and 

school/grades. This last issue is very interesting, as test and career 

goals were rock-bottom on the scale of adolescent interests. What this 

may suggest is that while adolescents want to get good grades in school, 

they lack either the motivation or the desire to work for these grades. 

When the information interests of these same students were tabulated, 

interests in sports, careers, and dating relations were ranked as the 

topics about which adolescents would be most likely to actively seek 

information, while knowledge (i.e., for knowledge's sake) was one of the 

least cited interests (one of 68 subjects indicated interest), suggest

ing once more that actual performance in school may not be a priority 

for the pre-adolescent (Smith, 1980). 

These mental and physiological changes are problems faced by all 

adolescents; the gifted adolescents face still more issues directly re

lated to their special abilities. First, gifted adolescents develop a 

sense of autonomy and a feeling of competency in decision making sooner 
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than average students, leading to earlier conflict with adult figures, 

many of whom may feel threatened by this assertion of personality and 

independence (Clark, 1979). 

Second, at an age where social ability and athletic prowess be

come the center of peer admiration, the intellectually gifted student 

may come under considerable censure from his/her peers for concentrating 

his/her energies in intellectual pursuits rather than on social or ath

letic activities (Clark, 1979). 

This is an especially important problem for gifted girls, who in 

their need to be accepted in their roles of socially mature young women, 

may see their intellectual and creative abilities as a hindrance rather 

than an asset, and hide or forsake their talents so that they will be 

seen as unthreatening, "normal" girls. 

Consider for a moment, then, the adolescent child. This is a 

person whose glands are changing and hormone output increasing, who is 

growing at a phenomenal rate, whose mind is struggling to accept new and 

bewildering concepts, and whose social milieu is in an upheaval as he/ 

she struggles with a new sexual identity. With all of this going on, it 

is amazing that these children can put a pen to paper, let alone perform 

up to capacity. It would seem to follow that, if the mental and physical 

changes are present in everyday interactions, these ramifications would 

be apparent in the performance on standardized test measures as well. 

There is a great deal of evidence in the literature to support 

the notions that test performance drops when children enter pre-

adolescence, especially on batteries of creativity. One of these 

studies investigated the tendency of early formal operational children 



to score lower on measures of creativity than concrete operational chil

dren. Wolf and Larson (1981) studied the conflicting facts that formal 

operational children have the mental abilities associated with creativity 

such as independent, objective thought and they also consistently score 

lower on creativity measures than concrete operational children whose 

mental functions are restricted by rigidity of thought. This contradic

tion is emphasized considering the "egocentricity of children, their 

inability to place themselves in the situation of another person and 

take another's point of view" (Wolf and Larson, 1981, p, 346). The 

authors attribute this phenomenon to the emotional changes which are 

associated with breaking away from the family, or "resatilization." 

Wolf and Larson (1981, p. 347) state: 

While the adolescent can receive at least four different 
psychologically important advantages from relationships with 
other adolescents . . . the price of acceptance into the 
adolescent peer group is conformity to its standards . . . 
the increased cognitive capacity of adolescents increases 
their potential for creative behavior. The creative poten
tial is often not realized, however, because they become 
increasingly aware of and sensitive to the heightened 
pressures for conformity precisely because of their cogni
tive development, thereby mitigating creative expression. 

Support for this theory can be found in another study by Dacey 

and Ripple (1969). In their study, the relationship between adoles

cence and verbal creativity was investigated. Two hundred nineteen 

students were administered a verbal creativity test measuring imagina

tive story writing, flexibility in asking questions about specific 

stimuli, originality in guessing causes, and fluency in guessing con

sequences. Scores on these batteries were then correlated with ten 

characteristics, including mental ability, sex, age, dogmatism, 
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sex-role identification, school climate, and constructive and uncon-

structive compulsivity. The analyses revealed no strong correlations 

between the characteristics and the test scores, even though previous 

studies had reported results to the contrary. Although several possible 

reasons were offered to explain why their correlations were so low, the 

authors finally concluded: 

Whereas these other studies report higher correlations between 
the characteristics studied and creativity, in almost every 
case the studies are of older and younger subjects, then the 
lower correlations of the characteristics with verbal creativ
ity reported became quite understandable. The adolescent is 
more likely than members of other age groups to change his 
opinion about himself frequently, then low correlations be
tween characteristics and creativity are to be expected 
(Dacey and Ripple, 1969, p. 323). 

Only two studies have been reported to date which used the OEQ 

to measure a population of adolescents. In "Developmental Potential of 

the Gifted" Michael Piechowski and Nicholas Colangelo (1980) reported 

data concerning the use of the OEQ to measure developmental potential 

in 49 gifted adolescents (age 12-17; 25 female, 23 male). The bases 

for selection in the study were standardized test scores, grades in 

school, and teacher nomination. The OEQ was administered to these stu

dents and the scores were then compared with the scores of 1) gifted 

adults (N = 28, 21 female, 7 male; age 22-25); 2) normal adults 

(N = 42, 30 female, 12 male, age 22-50); and 3) adult artists (N = 19, 

12 female, 7 male; age 18-59). The nonparametric Mann-Whitney two-

sample rank was used for all comparisons. The results of the analysis 

of the different groups were as follows: 

1. Gifted adults had a significantly higher level of intellectual 

and emotional OEs than did normal adults. 
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2. Gifted adolescents had lower scores than gifted adults on 

sensual OEs. 

3. Gifted adolescents scored lower than normal adults on intel

lectual and emotional OEs. 

4. Gifted adolescents had lower scores than gifted adults on 

sensual and intellectual OEs, but made equivalent scores on 

imaginational and emotional OEs. 

5. Gifted adolescents scored significantly higher than normal 

adults on imaginational OEs. 

6. Psychomotor OEs were not significantly different in any of 

the four groups. 

These results led the authors to conclude that three OEs are 

associated with giftedness: emotional, imaginational, and intellectual. 

The intellectual OEs reflected two separate abilities in gifted adoles

cents : the first was connected with intellectual capabilities, and the 

second with a drive to pursue issues which are metaphysical as well as 

intellectual. 

Although this study did not include children under the age of 

12, preliminary comparisons were made with a body of information col

lected on a group of 41 gifted youths, aged 9-13. Of these students, 

90% (N = 37) had intellectual OE ratings equal to those of the gifted 

adults, again indicating that intellectual OEs could be considered an 

indicator of giftedness. As no statistical analyses have been made on 

this data, however, no definitive conclusions can be made. 

In a second study (Piechowski, in preparation), the oral OEQ 

was administered to a population of gifted subjects who were either 9, 
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11, or 13 years old. The responses of the subjects were rated and then 

examined to determine the level of each of the five OEs. A preliminary 

review of the data (reported in Axley, 1983) revealed that the levels 

of OE in each of the three age groups paralleled the OE profiles of the 

gifted adults examined in previous studies. "We see a predominance of 

imaginational, intellectual, and emotional OE scores and a clearly much 

smaller frequency of psychomotor and sensual OEs" (Axley, 1983, p. 9). 

From this information, the researchers found an affirmation of the 

theory that OEs are a stable part of the personality which does not 

radically increase or decrease over time: "This preliminary look at 

the data on gifted children ages 9, 11, and 13, using Piechowski's 

Overexcitability Questionnaire, seems to support Dabrowski's theoretical 

tenet than human intellectual and emotional OEs do appear in all three 

age groups" (Axley, 1983, p. 14). A further finding was that the levels 

of indicated emotional OE and intellectual OE were relatively stable 

across the three age groups-

It is important to note, however, that the results of these 

studies do indicate that it is possible to measure levels of OEs in 

adolescents. This could provide yet another practical purpose for the 

OEQ, that of identifying giftedness in children in this awkward transi

tion stage, when other methods of assessment are made less effective 

by virtue of the nature of the child's preoccupation with growing and 

not with taking tests. 
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Summary of the Literature Review 

To sum, it would seem that there is, in Dabrowski's (1964) 

Theory of Positive Disintegration, just the sort of integration needed 

in the field of education for the gifted. 

The Theory of Positive Disintegration (TPD) is similar in some 

respects to previously existing theories of moral and emotional develop

ment, specifically those of Kohlberg (1969) and Maslow (1968). Not only 

does TPD subscribe to many of the tenets of the other theories which 

have been supported by research, it also provides an explanation for 

inconsistencies between these theories and their research, as well as 

filling in gaps where a certain kind of behavior was overlooked or mis

interpreted. Thus, Dabrowski's theory provides a cohesive tie for old 

information and then goes on to expand and explore even more ideas and 

concepts. 

As can be seen in the review of the literature, TPD describes 

development from its lowest forms to its highest order. Subsumed in 

TPD are'both the negative and the positive characteristics of the gifted 

along with an explanation of the emotional responses which they exhibit 

as a result of these special characteristics. 

The Theory of Positive Disintegration not only recognizes the 

"atypical" behavior of gifted children, it also describes them in a 

positive light. While not trying to deny that the gifted are often 

confused and emotionally distraught, Dabrowski sees these feelings as 

an indicator of advanced potential for growth rather than a breakdown 

of "normal" emotional functioning. Prom this viewpoint, the emotional 
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disturbances exhibited by the gifted become an avenue for enhancement, 

rather than a call for "remediation." 

One of the most important contributions TPD makes is in the 

ability to quantitatively measure, for the first time, the various modes 

through which a gifted child expresses his/her heightened perception of 

the environment. Overexcitabilities, the advanced synapse response 

which allows more stimuli to be gathered simultaneously by the brain, 

are the central elements in the measurement process. Through the use of 

the OEQ in its various forms, data can be gathered simultaneously on all 

five forms of psychic overexcitability: psychomotor, sensual, imagina-

tional, intellectual, and emotional. Not only are all of these modes of 

expression collected through the use of one test, the results of the 

tests are presented in a form which allows the degree of response in 

each OE to be compared. This eliminates the somewhat awkward compari

sons often made between unrelated IQ, creativity, and personality 

inventories. 

Studies previously conducted using the OEQ have confirmed its 

ability to determine heightened OE responses in the following groups: 

intellectually gifted adults, artistically gifted adults, and intellec

tually gifted adolescents. Comparisons made between these groups and 

data gathered on a sample of adults with average intellectual ability 

revealed that all three of the gifted groups were higher in intellec

tual, emotional, and imaginational OEs. Comparisons between intellec-

lectually and artistically gifted adults identified significant 

differences on measures of imaginational OE but not intellectual OE. 



These results have yet to be established with a population of 

artistically and/or intellectually gifted students, thus the impetus 

for the present study. If the results of the present study parallel 

those of the studies conducted on adults, not only will the value of 

the oral OEQ be supported, but also some important implications will be 

raised concerning the impact this theory could have on the field of 

education of the gifted. 



CHAPTER 2 

METHOD 

The purpose of this study was to compare the responses of a 

sample of gifted children and a randomly selected sample of children to 

the OEQ and their performance on measures commonly used to assess gift-

edness. The Torrance Test of Creativity and the California Achievement 

Test were the two major instruments to which the responses to the OEQ 

were compared. 

Subjects 

The subjects for this study were 24 sixth grade students from 

a suburban middle school in an upper-middle class neighborhood- Twelve 

of the students were enrolled in the school's program for gifted stu

dents (GATE), which had a total enrollment of 14 students. The other 

12 subjects were selected at random from the regular school program. 

Qualification for the GATE program included teacher recommendation based 

on a modified version of the Scales for Rating the Behavioral Character

istics of Superior Students (Renzulli et al., 1976), a high academic 

record, and a combination of above average performance on the California 

Achievement Test (CAT), and a superior score on the Otis Lennon Test of 

Mental Ability. 

59 
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All of the subjects were from middle- and upper-middle class 

income thresholds. All of the subjects in both samples were Caucasian, 

with the exception of one Oriental American in the gifted sample. 

Of the subjects in the random sample, two had been identified 

as gifted and were recommended for the GATE program, but decided not 

to participate- One student had been tested for learning disabilities. 

The mean score on each subtest of the CAT was higher for the gifted 

sample than for the random sample. Mean scores of the two groups on 

the Verbal and Figural subtests of the TTCT were similar (see Table 9). 

Table 9. Characteristics of the Sample Groups 

Gifted Sample 
5 male, 7 female 

_age 11-12 
X SD 

Random Sample 
4 male, 8 female 

age 11-12 
X SD 

California Achievement Test* 

Grammar Subtest 7.5 .96 6.25 .97 
Reading Subtest 7.92 1.12 6.27 1.13 
Mathematics Subtest 7.92 .76 6.41 1.04 

Torrance Test of Creative 
Thinking** 

Verbal Subtest 116.75 10.86 110.92 12.75 
Figural Subtest 105.58 13.39 105.58 11.64 

*Scores based on stanines 
**Standard scores with a mean of 100 and standard deviation of 20 
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Instruments 

The tests used in this study were the Torrance Test of Creative 

Thinking (TTCT), Verbal Form A and Figural Form A; the California 

Achievement Test (CAT), Grammar, Reading, and Mathematics subtest; and 

the Overexcitability Questionnaire (OEQ). 

Torrance Test of Creative Thinking (TTCT) 

Both parts of the TTCT were used in the study, Verbal (Form A) 

and Figural (Form A). The Verbal test of creativity measures a person's 

ability to manipulate semantics creatively. There are seven parts to 

this subtest of the battery including Asking Questions, Guessing Causes, 

Guessing Consequences, Product Improvement, Unusual Uses of a Box, Un

usual Questions about a Box, and Just Suppose (hypothesizing about a 

hypothetical situation). The written test, which can be administered 

individually or to a group, takes 45 minutes to complete. Scores for 

the Verbal subtest are reported in terms of an average score as well as 

separate measures of fluency, flexibility, and originality of responses. 

The Figural test measures the ability to draw and name creative 

pictures through the use of three parts: Picture Completion, Figural 

Completion, and Repeated Parallel Lines. This subtest of the TTCT can 

also be administered to groups or to individuals, and takes 30 minutes 

to complete. The scores for the Figural test are reported in the form 

of an average rating, and separate measures of fluency, originality, 

titles, elaboration, resistance to closure can also be obtained. 

Test-retest reliability for the TTCT as a whole ranges from 

.50-.93 over a one to two week period and from .35-.73 over a three year 
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period. Some of the variance in these wide ranges of reliability is 

said to be caused by the motivational and personality factors involved 

in the creative process (Buros, 1972). Alternate forms reliability 

tests report .82 to .90 reliability for the Verbal battery and .70-.80 

for the Figural test (Buros, 1972). 

Interscorer reliability for persons trained to score the TTCT 

is carefully maintained at a level above .90. Scorers who do not reach 

the .90 reliability mark are retrained until their scores reach approved 

levels of reliability (Torrance, 1974). 

Concurrent validity measures have been taken on a variety of 

variables. The correlation between the TTCT Verbal and Figural scores 

and peer nomination for giftedness was found to be .24 (Torrance, 1974). 

Nelson (1963) combined teacher nomination and TTCT scores, and found 

that teacher nomination for giftedness correlated with all of the Verbal 

subtests at the .01 level, and with the originality and elaboration 

scores of the Figural test at the .05 level. 

Correlations have been conducted between the TTCT and several 

different tests which measure school achievement: the correlations be

tween the TTCT and the Gates Reading Achievement Test were .40; and the 

correlations between the TTCT and the subtests of the Iowa Test of 

Achievement were Reading .48, Study Skills .37, Language .38, and 

Arithmetic .28. 

Although there is a great deal of data reported on the predic

tive validity of the TTCT (Torrance, 1974), the results reported here 

only deal with studies of 11-13 year old students. The short range 

predictive validity of the TTCT was significantly correlated (p <.01) 
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with sixth graders' ideas about science toys and their uses (Torrance, 

1963), and with the originality of their imaginative stories (Yamamoto, 

1963). The long range validity of the TTCT was significantly related 

to seventh grade students' creative achievements out of school (Cropley, 

1971, 1972), and with the quantity and quality of their creative achieve

ments (Torrance, 1971b). 

California Achievement Test (CAT) 

The CAT is a widely used measure of school achievement in terms 

of student performance in the basic curricular content areas of reading, 

mathematics, and language (Euros, 1978). Questions on the CAT are pre

sented in a multiple-choice format. Each of the three content areas 

covered by the CAT—Reading (R), Grammar (G), and Mathematics (M)—is 

administered separately. The three sections are also scored separately 

and final results are reported in stanines. 

A measure of alternate form reliability is provided for the 

total score and for the three subtests. For the test as a whole, the 

alternate form coefficient has a median reliability of .93. The lan

guage and reading tests have a median reliability of .87, and the 

mathematics test has a median reliability of .855 (Buros, 1977). 

Overexcitability Questionnaire (OEQ) 

The OEQ, as described earlier, is a 21 question free-response 

battery (see Appendix A). When administered orally, the test can be 

administered in 25 minutes for each individual. Scores for the O E Q  

are reported in terms of the total sum of each of the five OEs 

elicited: Psychomotor (P) , Sensual (S) ,' Imaginational (M), 
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Intellectual (T), and Emotional (E). The oral OEQ, which was developed 

by Dr. Michael Piechowski, was first used at the University of Denver, 

under a grant from the Spencer Foundation. Because the oral OEQ is an 

in process instrument and not yet in its final form, validity and reli

ability measures are not yet available for the instrument. The inter-

rater reliability between the two raters in this study was measured at 

.81, based on Pearson Product-Moment correlations. The independent 

scorers and the auditing scorer had an 86%- agreement in their ratings 

of the protocols. This correlation was based on the degree of agreement 

between the raters' original rating of each question, before consensus 

was reached, and the ratings submitted by the auditor (see Procedure 

section). 

Procedure 

Having obtained a sample of sixth graders by way of parental 

response to an informed consent letter distributed by the subjects' 

teacher, the examiner proceeded to administer the TTCT. The Verbal and 

Pigural subtests were administered on consecutive days, and make-up days 

were provided for students who were absent at the time of the original 

testing. The TTCT was later scored by professionally trained raters. 

The examiner also obtained the subjects' scores on the three subtests 

of the CAT. The CAT had been administered to the subjects in the spring 

of their sixth grade year, subsequently the scores represent the sub

jects' current level of school achievement. 

The examiner then selected students in a random order to admin

ister the OEQ to each group. Since the gifted students were tested 
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during their GATE instruction, it was impossible to mix the two samples 

while testing- The examiner gave the subjects a copy of the questions 

to take home the day prior to their interviews. This vTSWdone in an 

attempt to give the subjects as much time as they needed to thoroughly 

consider the questions, paralleling the lack of time restriction when 

taking the written OEQ. At the time the examiner gave the subjects the 

set of questions, the examiner informed the subjects that these were 

the exact questions that they would be asked, and that no unrelated 

questions would be added. 

The interviews, which were administered individually, were held 

outside under a tree in the hope that this environment would create a 

more relaxed atmosphere. Two subjects were tested during each 50 minute 

class period. Prior to the start of the interview, the examiner gave 

the subjects the following assurances: 

1. The information revealed in the interview would not be shared 

with teachers or parents without the subjects' prior consent. 

2. Nothing the subject said would change the way the examiner 

felt/thought about the subject. 

3. The subject should feel free to say anything he/she wanted. 

4. Even though the examiner might repeatedly ask if there was 

anything else the subject had to say, the purpose was to jog 

the memory, and did not indicate that the initial response 

was in any way inadequate. 

5. The information in the interview was in no way connected 

with school grades. 
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6. The subject should feel free to go back and add information 

to previous answers at any time. 

7. The basic purpose of the interview was to help the examiner 

get to know the subject better. 

The subject was then "introduced" to the tape recorder in order 

to minimize the effect of "mike-fright" on the quality or quantity of 

the responses. The questions in the interview were asked in the same 

order for each subject, and after each question, the subject was asked 

if there was anything more he/she wanted to add. The examiner also 

asked the subject follow-up questions during the interview if the re

sponses given by the subject were unclear, or if the subject did not 

understand the original question (see Appendix B). After the interview, 

the subject was asked not to discuss the interview with other students 

until all of the interviews were completed. The subject was then given 

a sticker for being helpful to the examiner. 

The taped interviews were transcribed and then scored. Scoring 

of the interviews was based on two factors. The first was the type of 

OE indicated in the response to each question: psychomotor, sensual, 

imaginational, intellectual, or emotional. Within each question, any 

or all of the OEs could be reflected. Indicators of an OE were based 

on a predetermined set of specific characteristics (see Appendix C). 

The second factor involved in the scoring of the interviews was the 

intensity of the' OEs. The intensity of each OE was rated from one to 

three, one being the mention or a possibility of an OE, and three being 

an extremely strong statement indicating a high likelihood of a 

particular OE. Determination of the level of intensity was based on a 
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predetermined set of criteria (see Appendix D). Ratings on each ques

tionnaire were then added for each OE, yielding a possible score of 63 

for each separate OE. 

Each questionnaire was scored independently by the examiner and 

then by one other rater. Both the examiner and the other rater had been 

trained in the scoring technique at the University of Denver by a team 

of qualified scorers. After the examiner and the independent rater had 

scored the questionnaires separately, they came together to reach a con

sensus score. This was done by comparing the ratings made by each 

scorer on each question, discussing the reasoning behind each scorer on 

each question, and on the basis of these considerations, forming a third 

score, a consensus between the previous two. It is this third score 

which was used in all data analyses. An example of the rating process 

can be found in Table 10. The materials used in the scoring process 

are in Appendices E and F. 

In order to determine the degree of reliability of the scores 

reached by the relatively inexperienced raters in this study with the 

scores given to questions by experienced raters, 25% of the protocols 

were sent to the University of Denver to be audited by an experienced 

rater. The total sum of all OEs observed by the auditor was computed 

and compared to the total sum of OEs observed by the novice raters on 

the same protocols. A percentage of agreement between these totals was 

calculated to check the ability of the novice raters to correctly 

identify the presence of OE in a response. 
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Table 10. Two examples of the Scoring Procedure for the 
Overexcitability Questionnaire 

Question #16: If you come across something at home or at school that's 

hard to understand, what do you do to make it clear, and 

what goes on inside your head while you try to figure it 

out? 

Response from Subject #16 

Subject (S): I usually ask somebody how to do this, so I know how to 

do it, how to understand it and stuff. 

Experimenter (E): And what goes on inside your head while you try to 

figure it out? 

S; It just kind of stops, 'cause I don't understand it. 

Rating 

Overexcitabilities* 
P S M T E 

Rater #1 0 0 0 1 0 

Rater #2 0 0 0 1 0 

R1 R2 C R1 R2 C R1 R2 C Rl R2 C Rl R2 C 

Consensus () JO 0. 0_ 0_ 0_ 0..2..2. i ii P. 9.- 9. 

Justification: The raters agreed that the only indication of OE was 

the indication that the subject showed to pursue knowledge by virtue of 

the fact that he sought out help from others. This is an example of 

intellectual OE, but it was a weak example, so it was given a rating of 

Intellectual 1, 
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Table 10, continued 

Response from Subject #10 

S: Well, I think of it as a cartoon, I take as many possibilities as 

I can, and I fit them all together. And like I, gee ... I fit to

gether everything and I think of it as a cartoon, and if I don't under

stand it, then I ask someone. If nobody's around to ask, I just write 

it all down, all the things, and then I write a little story about it, 

and then I understand it more clearly if I sit and think about it for 

a while. 

E: And what's going on inside your head? 

S: Well, I'm sort of like making a graph or something, I'm putting 

them all in order, and whatever fits in that category, I consider it 

classified in that category, but if I don't think that something fits 

. . . 90% of the time I'm right about how I do this, it's really wierd, 

that I can do that. 

Rating 

P S 
Overexcitabilities* 

M T F 

Rater #1 0 0 1 2 0 

Hater #2 0 0 2 3 0 

R1 R2 C R1 R2 C Rl R2 C R1 R2 C Rl R2 C 

Consensus 0 0 0  0 0 0  1 2 2  2 3 3  0 0 0  

Justification; This response is considerably more complex than the 

last. There is indication of a substantial amount of Intellectual OE, 
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Table 10, continued 

as revealed in the characteristics of problem solving, making graphs, 

pursuing the answer to the problem with others, and thinking about 

thinking, especially at the end of the passage. Although the first 

rater originally gave it a rating of 2, discussion with the co-rater 

led the first rater to agree that this was a statement of great inten

sity, displaying that this was a prevalent characteristic of the 

individual, expressed in different ways (i.e., through the problem 

solving behavior and the philosophical thought). There is more to this 

response than Intellectual OE, however. The process by which the sub

ject goes about solving problems is a creative one, and involves some 

imagination and fantasy, as evidenced by the creating of cartoons and 

"writing little stories" in order to make the problem more clear. 

This, then, is an example of Imaginational OE, and again, although the 

first rater at first believed it to be merely a mention of the exist

ence of Imaginational OE, later consideration of the response with the 

second rater led to the conclusion that this was more representative 

of a definite statement of OE, and thus the two raters decided on a 

rating of Imaginational 2 as well as Intellectual 2. 

*P = Psychomotor OE 
S = Sensual OE 
M = Imaginational OE 
T « intellectual OE 
E = Emotional OE 
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Analysis of Data 

A Pearson Product-Moment correlation was compiled between each 

of the TTCT scores, Verbal and Figural, and the scores obtained for each 

of the OEs elicited from the subjects. The entire sample was also 

divided into two groups, high creative and low creative, for each of the 

subtests of creativity, so that a post hoc test of significance could be 

conducted between the two groups to determine the level of difference in 

mean OE scores between these different groups. The Mann-Whitney non-

parametric critical U test was used, as other studies using the OEQ are 

reported on the basis of this statistical test. 

The Mann-Whitney test was also performed to determine the level 

of difference of the mean OE scores between 1) students scoring high 

(stanine S-9) and -low (stanine 5-6) on the CAT Grammar, Reading, and 

Mathematics subtests, 2) the gifted subjects and the random sample of 

subjects, 3) gifted boys and gifted girls, and 4) boys and girls in the 

random sample. 

Differences between the various groups analyzed by means of the 

Mann-Whitney critical U test were considered significant if scores were 

at the .05 level or above. Results which fell between .05 and 1.0 were 

considered to be approaching significance. 



CHAPTER 3 

RESULTS 

The primary purpose of this study was to determine the relation

ship between the responses to the Overexcitability Questionnaire (OEQ) 

and commonly used measures of creativity and school achievement- Re

sults of the analysis of the data showed no definitive correlation be

tween the OEQ scores and the scores obtained from the Verbal and Figural 

subtests of the Torrance Test of Creative Thinking (TTCT). Students who 

made high Verbal creativity scores on the TTCT were also significantly 

higher in Intellectual OE than students with low Verbal creativity 

scores. Students with high Figural creativity scores were significantly 

higher in Psychomotor OE than students with low Figural creativity 

scores. Mann-Whitney tests also revealed significant differences be

tween high and low scorers on the California Achievement Test (CAT) 

subtests. All three subtests revealed a significant difference between 

high and low scorers on level of indicated Intellectual OE. The Mathe

matics subtest also revealed significant differences between high and 

low scorers on measures of Imaginational OE. Mann-Whitney manipulations 

also revealed significant differences between the gifted students and 

the random sample of students in levels of indicated Imaginational, 

Intellectual, and Emotional OEs. 

72 
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Overexcitabilities and the 
Torrance Test of Creative Thinking 

The Pearson Product-Moment correlation performed on the Verbal 

and Figural subtest scores of the TTCT and the five OE scores revealed 

no significant correlation between the two tests. The strongest corre

lations obtained were between Verbal subtests and Sensual OE (r = .21), 

Figural subtests and Sensual OE (r = -.31) and Figural subtests and 

Psychomotor OE (r = .21). All other correlations approached zero (see 

Table 11). 

Table 11. Correlation Coefficients of Overexcitabilities and 
Verbal and Figural Creativity Subtests* 

Psychomotor Sensual Imaginational Intellectual Emotional 

Verbal 
Subtest ^.05 .21 -.07 -.004 .01 

Figural 
Subtest .21 -.31 -.01 -.10 .07 

•Correlation coefficients based on a Pearson Product-Moment Correlation 

The scores of the Verbal and Figural TTCT subtests were rank-

ordered in order to find a point where a difference between high crea

tive and low creative responses could be identified. Because no 

natural break occurred in either the Verbal or Figural TTCT scores 

where a difference between high and low levels of creativity could be 

determined, it was necessary to select an arbitrary break in the 

scores. Therefore, the top third scores were selected to represent 
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the high creative group, and the bottom third as the low creative group-

When a Mann-Whitney critical U test was performed comparing the level 

of indicated OE in high and low scores on the Verbal subtest, a signi

ficant difference was found in the level of Imaginational OE (p <.05). 

The difference between the two groups on Intellectual OE approached 

significance {p <.08). No other significant differences were found on 

this subtest (see Table 12). 

Table 12. Mean Overexcitability Scores of Subjects who Scored High 
or Low on the Verbal Subtest of the Torrance Test of 
Creative Thinking 

Overexcitabilities 

Low Verbal 
(6 Random, 

X 

Creative 
2 Gifted) 

SD 

High Verbal 
(2 Random, 

X 

Creative 
6 Gifted) 

SD P 

Psychomotor 5.75 2.25 6.38 2.39 .217 

Sensual 2.0 1.15 1.88 1.46 .420 

Imaginational 7.5 5.37 9.43 4.76 .05* 

Intellectual 10.88 4.73 12.63 4.03 .08** 

Emotional 8.25 4.83 8.62 5.13 .287 

•Significant at the .05 level 
**Approaching significance 

The Mann-Whitney test performed on the high and low scorers of 

the Figural test on levels of indicated OE resulted in a significant 

difference in the level of Psychomotor OE (p <.04). Differences ap

proaching significance were found on measures of Intellectual (p <.058) 
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and Emotional (p <.104) OEs. Other differences between the two groups 

were not significant (see Table 13)-

Table 13. Mean Overexcitability Scores of Subjects who Scored High 
or Low on the Figural Subtest of the Torrance Test of 
Creative Thinking 

Overexcitabilities 

Low Figural 
(3 Random, 

X 

Creative 
5 Gifted) 

SD 

High Figural 
(2 Random, 

X 

Creative 
6 Gifted) 

SD P 

Psychomotor 6.5 3.42 8.0 2.51 .04* 

Sensual 3.13 1.64 2.0 1.69 .36 

Imaginational 9.75 6.07 8.13 4.58 .52 ' 

Intellectual 11.86 7.29 13.75 4.27 .058** 

Emotional 7.88 6.73 8.13 4.12 .10** 

*Significant at the .05 level 
**Approaching significance 

Correlations between Overexcitabilities 
and California Achievement Test Scores 

In order to determine the difference between the high and low 

extremes of school achievement and level of OE, the eight highest and 

eight lowest performing students' OE scores were analyzed by means of 

a Mann-Whitney test of significance. This manipulation was performed 

on all three of the CAT subtests. Students who scored in the 8th and 

9th stanines on the Reading subtest had a significantly high score on 

Intellectual OE (p <.02), than the students who received stanine scores 

of 5 or 6. No other significant differences were found in level of OE. 
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High scores on the CAT Grammar subtest had significantly higher Intel

lectual OE scores than those students who were in the low scoring group 

(p <.05). No other differences were significant. The OE scores of the 

high CAT Mathematics group were significantly higher in Intellectual 

(p <.01) and Imaginational OE (p <.000) than the OE scores of the stu

dents who made low scores on the CAT Mathematics test. Levels of dif

ference in Emotional OE approached the significant level (p <.058). 

Other OE scores were not significantly different (see Tables 14, 15, 

and 16). 

Table 14. Mean OE Scores for Students with High (Stanine 8-9) and 
Low (Stanine 5-6) Scores on the CAT Reading Subtest 

High Scorers (N = 10) Low Scorers (N = 8) 
X SD X SD P 

P sychomoto r (P) 7.0 2.77 6.37 3.29 NA* 

Sensual (S) 1.9 .88 2.13 2.17 NA 

Imaginational (M) 10.40 3.84 8.13 6.71 NA 

Intellectual (T) 24.00 3.68 8.13 7.07 .02** 

Emotional (E) 9.40 4.45 7.50 7.41 NA 

*NA = specific statistic not available 
**Significant at the .05 level 
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Table 15. Mean OE Scores for Students with High (Stanine 8-9) and 
Low (Stanine 5-6) Scores on the CAT Grammar Subtest 

Overexcitability 
High Scores 

X 
<N = 8) 
SD 

Low Scorers 
X 

(N = 10) 
SD P 

Psychomotor (P) 7.5 2.88 6.7 3.27 NA* 

Sensual (S) 2.0 .93 2.4 2.01 NA 

Imaginational (M) 10.0 4.11 8.6 6.31 NA 

Intellectual (T) 14.25 4.03 10.5 6.24 .05** 

Emotional (E) 8.25 4.10 7.5 5.90 NA 

*NA = specific statistic not available 
**Significant at the .05 level 

Table 16. Mean OE Scores for Students with High (Stanine 8-9) and 
Low (Stanine 5-6) Scores on the CAT .Mathematics Subtest 

High Scorers (N = 8) Low Scorers (N = 7) 
Overexcitability X SD X SD p 

Psychomotor (P) 7.0 2.98 5.57 2.15 .19 

Sensual (S) 2.25 1.39 1.57 1.62 .23 

imaginational (M) 10.50 2.14 4.14 2.41 .000* 

Intellectual (T) 14.00 4.87 7.85 2.79 .01* 

Emotional (E) 8.25 4.72 4.50 2.44 .06** 

•Significant at the .05 level 
**Approaching significance 
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Gifted Sample vs. Random Sample 

The Mann-Whitney critical U test, when performed on the mean OE 

scores of different groups revealed the following results: the mean OE 

scores of the gifted sample were significantly higher than the mean OE 

scores of the random sample on Intellectual OE (p <.002), Emotional OE 

(p <.02) and Imaginational OE (p <.02). Other differences were non

significant. The mean scores for each group and p values are presented 

in Table 17. 

Table 17. Mean Overexcitability Scores of Gifted Students 
and a Random Sample of Students 

Overexcitability 

Gifted 
(N 

X 

Students 
= 12) 

SD 

Random 
_N = 
X 

Sample 
12) 

SD P 

Psychomotor (P) 7.17 3.35 6.24 2.14 NA* 

Sensual (S) 2.25 1.54 2.17 1.59 NA 

Imaginational (M) 11.58 4.54 6.66 4.48 .02** 

Intellectual (T) 15.41 4.74 8.33 3.64 .002** 

Emotional (E) 11.30 5.50 5.50 3.12 .02** 

*NA = specific statistic not available 
**Significant at the .05 level 
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Sex Differences 

Gifted boys scored higher than gifted girls on measures of 

Intellectual OE at a level approaching significance (p <.07), but were 

not significantly higher on the other four OEs. Comparisons between 

boys and girls in the random sample of students revealed that girls 

had significantly higher scores than boys on measures of Emotional OE 

(p <.02), as well as higher scores approaching significance on measures 

of Intellectual OE (p <.08). Other differences were not significant. 

Relevent data are presented in Tables 18 and 19. 

Table 18. Mean Overexcitability Scores of Male and Female Students 
in a Population of Gifted Students 

_ Boys Girls 
Overexcitability X SD X SD P 

Psychomotor (P) 8.4 3.85 6.28 2.93 .17 

Sensual (S) 2.6 2.07 2.00 1.15 .27 

Imaginational (M) 13.4 6.13 10.83 3.19 NA* 

Intellectual (T) 18.2 4.76 13.43 3.87 .07** 

Emotional (E) 12.4 7.16 10.57 4.43 .38 

*NA = specific statistic not available 
**Approaching significance 



80 

Table 19. Mean Overexcitability Scores of Male and Female Students 
in a Random Sample of Students 

Boys Girls 
Overexcitability X SD X SD P 

Psychomotor (P) 5.75 1.15 6.50 2.56 .29 

Sensual (S) 1.75 2.36 2.38 1.19 .29 

Imaginational (M) 5.25 4.64 7.37 4.53 .34 

Intellectual (T) 6.50 1.29 10.00 3.93 .08* 

Emotional (E) 3 .00 .58 6.75 3.11 .02** 

*Approaching significance 
**Significant at the .05 level 



CHAPTER 4 

DISCUSSION 

An investigation was made to determine the relationship between 

the level of indicated overexcitability (OE) in gifted students and a 

random sample of students with the instruments commonly used to assess 

giftedness. Levels of indicated overexcitability were compared with 

performance on the Torrance Test of Creative Thinking (TTCT) and the 

California Achievement Test (CAT). A Pearson Product-Moment correlation 

was conducted between the level of OE and the Verbal and Pigural sub

tests of the TTCT. Then, in order to determine the difference between 

the high and low extremes of creativity and level of OE, the eight 

highest and eight lowest performing students1 OE scores were analyzed 

by means of a Mann-Whitney test of significance. This comparison was 

conducted both for the Verbal and for the Figural subtest. The Mann-

Whitney test was also used to determine whether or not there was a sig

nificant difference between the highest and lowest scoring students on 

the Reading, Mathematics, and Grammar subtests of the CAT. 

A Brief Overview of the Major Results 

The research presented in this paper was based on a specific 

set of questions which the researcher wished to investigate. A brief 

review of the major issues of the paper and the corresponding results 

81 
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may provide a brief encapsulation of the enormous amount of data which 

was uncovered in the process of completing the study. 

1. Will measures of overexcitability have a positive correla

tion with measures of creativity in sixth grade students? Based on the 

current findings, the answer to this question would have to be that 

there is very little correlation between a child's performance on the 

OEQ and his/her score on the TTCT. However, this may be because the 

two tests measure two different avenues of creative expression which do 

not naturally fall into a one-to-one correspondence. The significant 

differences found on measures of Intellectual, Imaginational, Psycho

motor, and Emotional OEs between the extreme high and low scoring groups 

in this sample do indicate, however, that the two tests do measure some 

of the same characteristics when comparing extremes of creativity. 

2. Will measures of overexcitability parallel measures of 

school achievement as measured by the California Achievement Test? 

Measures of three OEs, Imaginational, Intellectual, and Emotional, were 

found to differentiate the high and low scorers on the Mathematics sub

test of the CAT. Intellectual OE was significantly richer in high 

scorers on the CAT Reading and Grammar subtests. These results do seem 

to indicate that the OEQ may reveal the potential for children to per

form well on this measure of school achievement. The different OEs 

which were found to be significantly different matched to a large ex

tent the nature of the specific subtest to which the OE profiles were 

being compared. 

3. Is there a significant difference in observable over-

excitabilities between a sample of children identified as gifted and an 



83 

random sample of sixth grade students? The answer to this question 

relative to the data collected for this study would seem to be yes, 

gifted students do have significantly higher OE scores than do a random 

selection of their classmates. This result would lend further support 

to Dabrowski's tenet that OEs are a basic part of a person's personality 

make-up, and that modes of responding to the environment are observable 

in childhood years. Another implication which can be drawn from this 

data is that the OEQ may be a successful measure to use for the identi

fication of gifted students for special programs. 

4. Which of the expressed overexcitabilities differentiate the 

group of gifted sixth grade students from the random sample of students? 

Intellectual, Imaginational, and Emotional OEs were all significantly 

richer in the gifted population than in the random sample. These are 

the same overexcitabilities which differentiated samples of gifted and 

average adults, suggesting that not only are OEs basic to the personal

ity and observable early in life, but that they are also consistent 

across age groups. This, too, provides further substantiation of the 

components of the Theory of Positive Disintegration which deal with 

overexcitability and an individual's developmental potential. 

5. Does the sex of the subject affect his/her overexcitability 

profile? Significant differences were found between sexes in groups of 

gifted and randomly selected students when they were analyzed separate

ly; Intellectual OE was found to be significantly higher in the boys 

of the gifted group and in the girls of the random sample. The girls 

in the random sample were also significantly higher in Emotional OE. 

However, when analyzed as a whole group, the significant differences 



84 

were not apparent. Because the subgroups investigated were so small, 

the conclusion reached here was that the significant differences ob

tained were more probably due to sampling error than to inherent dif

ferences between the sexes. 

Overexcitabilities and the Torrance Test 
of Creative Thinking 

Results of these analyses showed no significant level of corre

lation between the OEQ profiles and either the Verbal or the Figural 

TTCT scores. However, the Mann-Whitney test between the high- and low-

scoring groups showed significant differences in several of the OEs. 

Significant differences in level of OE were also found in the compari

sons of the high- and low-scoring subjects on the three CAT subtests. 

Although the results of this study did indicate some important 

relationships between indicated OEs and measures of creativity and 

school achievement, it must be remembered that the small sample size 

used in the study and the lack of strong validity of either the OEQ or 

the TTCT preclude any definitive statement about the results. Instead, 

they can only be used to suggest possible implications and areas for 

future research. 

The lack of correlation between the OE scores and the TTCT 

raised a question concerning the nature of creativity and the two tests 

being used to measure its intensity. The TTCT and the OEQ scores did 

not correlate despite the close approximation between the indicators of 

OE and the characteristics of creativity outlined by Davis and Rimm 

(1977). Why would the OEQ scores fail to correspond with the measures 

of a widely used creativity test? Perhaps the best way to find the 
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answer to this question would be to refer to the criteria used for 

identifying OEs (Appendix C). The criteria for identifying OEs include 

rapid speech, pressure for action, and delinquent behavior (Psychomotor) 

sensory pleasures (Sensual); curiosity, problem solving, introspection, 

and moral thinking (Intellectual); and extreme of feelings, desire for 

recognition, shyness, relationship feelings, and self-evaluation (Emo

tional); and illusions, humor, dreams, and fears of the unknown (Imagi-

national) . While these characteristics do correspond closely with the 

creative personality, they are not the characteristics which would be 

readily evident in a test which is centered around the on-task process 

of actually creating a product- Overexcitabilities are only measures 

of potential, and potential does not necessarily guarantee the ability 

to spontaneously create. Not every aspiring painter becomes a Van Gogh. 

Thus, one to one parallels between creative personalities and creative 

products may not be a realistic expectation. 

The apparent contradiction between the parallel in the indica

tors of OE and creative personalities and the lack of correlation be

tween these OEs and the TTCT also raises some issues concerning what is 

being measured in the TTCT. Tests of creative products often fall 

victim to an inherent inability to distinguish between creative re

sponses and bizarre responses, especially since these tests measure 

only a single incidence of creative productivity. Because the TTCT 

cannot measure a consistent tendency towards creative behavior, it can 

never be completely certain that the single example gathered from one 

administration of the test is representative of unique associations 

between unlike objects or of relatively aimless scribblings. 
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Figures 4 and 5 provide examples of the difference between these two 

types of response. Figure 4 gives an example of responses which pro

duced meaningful new relationships, while Figure 5 reveals wacky 

doodling which may or may not be a sign of truly creative behavior-

Both of these protocols, however, were among the highest rated in the 

sample. With these considerations in mind, it might be best to consider 

whether or not a creativity test based on products is the best possible 

register of creativity. A test of creative products can do little more 

than indicate the here and now of creative ability, while a test which 

uncovers a creative personality might be more likely to provide infor

mation about long-range potential. This short-term limitation seems to 

indicate once again that a statistical test based on specific one to one 

correspondence between individual scores such as the Pearson r may not 

uncover relationships between the OEQ and the TTCT. 

Results on the Mann-Whitney critical U test between the high and 

the low scorers on the TTCT subtests and levels of indicated OE did re

veal some significant differences between the high and low scoring sub

jects, although in no case were these differences significant at greater 

than the .04 level. Even so, these results deserve attention as they do 

indicate possible relationships which could be further substantiated in 

later studies. The comparison between high and low Figural scores re

vealed significant differences on two OEs, Psychomotor and Intellectual, 

and a difference approaching significance on Emotional OE. The signifi

cant difference found in Psychomotor OE supports the theory reported in 

the review of the literature that creatively gifted persons have a pre

disposition to activity and have higher than normal energy levels. 
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Hĉ " cocf̂ ŝ NKXT rtc*\1"T OfeSaNJUCT rtCHTnf 

"1v _ ŝ-n 
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Figural Subtest of the Torrance Test of Creative Thinking 



89 

High levels of activity and fidgetiness may be the indicators of crea

tive ability in children. 

The differences found in Intellectual OE are important as Intel

lectual OE is the only measure of OE which was significantly different 

on both the Figural and the Verbal subtest. This again leads to an 

interesting question: why would intellect play such a large role in 

differences between the high and low scoring groups? The TTCT has been 

shown to be related to school achievement, so it could be that intelli

gence plays a factor in the final score of the TTCT tests. Another 

possible conclusion which could be reached from these results is that 

there is a connection between creative ability and the characteristics 

associated with intelligence. This is consistent with the findings re

ported earlier which stated that the creative and the intelligent share 

a tendency to probe into the world around them. In this case, what we 

would have is the indication of a deeper personality trait which is 

shared by the intellectual and the creative. 

The fact that the difference between the level of Emotional OE 

approached significance is consistent with the finding in the study of 

Piechowski et al. (1982), where it was found that artists were higher 

in Emotional OE than was a random population. The results also support 

the notion that the creative personality is one which may be sensitive 

to other people and which is more than usually aware of emotional re

sponses than the general population. 

It was not surprising to find a significant difference in 

Imaginational OE on the Verbal subtest but not on the Figural subtest. 

The reason is simple: as the OEQ is a verbal test, whether in its 
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written or its oral form, it is logical that Imaginational OE would be 

easier to observe on the Verbal subtest- However, this should also be 

taken as an indication that the OEQ may be biased toward verbal mani

festations of creativity and may not be sensitive enough to pick up 

other manifestations of creative behavior- In general, however, it 

does seem that the OEQ may be able to reveal creative ability commen

surate to the TTCT's measures when comparing extreme high and low scores. 

Gifted Sample of Students 
vs. Random Sample of Students 

The differences found as a result of comparing the gifted stu

dents and the random sample via the Mann-Whitney test are directly 

parallel to those found by Silverman and Ellsworth (1980) in their study 

comparing gifted adults and an average population of adults. The differ

ences found on measures of Intellectual, Imaginational, and Emotional OE 

correspond directly to the findings in the adult population. This lends 

support to the notion that OEs are, if not innate, at least apparent in 

childhood, and may be used to differentiate between populations of gifted 

students and the regular population in which the standards for selection 

are based on school achievement and general intellectual ability. Since 

selection for the GATE program was primarily based on intellectual abil

ity, it is only natural that the Intellectual OE has a higher level of 

significance than either Emotional or Imaginational OE. Also, it could 

be that the special training that these students had received in various 

"thinking strategies" such as the Taba technique and Blooms' taxonomy, 

had indeed expanded these children's ability to think in ways which are 

typified by the Intellectual OE. However, even if this were the case, 
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it would be doubtful that the limited training they received would 

account for the large difference between the two groups. In addition, 

the training in thinking strategies would not account for the signifi

cant differences found in levels of Imaginational and Emotional OEs, 

and thus it would seem that the qualities inherent in the children 

rather than in their instruction, which was the critical factor. 

The connection of the Imaginational and Emotional OEs to the 

Intellectual OE is consistent with the philosophy of the multidimension-

ality of giftedness. Even though the basis for selection in the GATE 

program was school achievement and intellectual ability, it seems that 

the intellectual students were highly imaginative and sensitive as well. 

Scores on the California Achievement Test 

Comparisons of high and low scoring groups on the CAT subtests 

revealed much interesting information both about the OEQ and about the 

CAT tests. Only one OE, Intellectual, was found to be a significant 

differentiator between high and low scorers on the Reading and Grammar 

subtests. However, Intellectual, Imaginational, and Emotional OEs were 

all significantly higher in the high scoring students than in the low 

scoring students on the Mathematics subtest. 

The Reading and Grammar subtests of the CAT deal largely with a 

quick recall of specific information. In the Reading subtest, the in

formation required is usually available to the student in a passage in 

front of hirq/her. Thus, a basic vocabulary, quick comprehension, and 

good recall could virtually guarantee success on this test. It is 

hardly surprising, therefore, to see that Intellectual OE was the only 
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OE to show a significant effect- The highly imaginative student would 

be more likely to be penalized for making a unique association, so stu

dents with high Imaginational OE would not be expected to be identified 

through this subtest; and as questions generally deal with recall of 

facts and specific information rather than feelings, Emotional OE would 

not be likely to be reflected either. The same holds true for the 

Grammar subtest: imaginational and emotional factors do not come into 

play when determining the grammatical accuracy of a sentence. 

Significant differences were found on two dimensions of OE when 

comparing the high and low CAT Mathematics subscores. Mean OE scores 

for the students who had 8-9 stanine scores on the CAT Mathematics sub

test were significantly richer in Intellectual and Imaginational OEs, 

and the difference between levels of indicated Emotional OEs approached 

significance. The significant differences found in Intellectual OE are 

understandable, as they reflect the highly technical and analytical pro

cess of manipulating mathematical equations. As fondness for mathe

matics and mathematical analysis are specifically mentioned in the 

criteria for identifying Intellectual OE (Appendix G), it would have 

been surprising if the correlation between high CAT Mathematics scores 

and Intellectual OE had not been found. As Emotional OE has been re

ported in many studies as being high in people who have high Intellec

tual OE, this result was not entirely unexpected. 

The finding that students with high CAT Mathematics scores were 

also significantly higher in Imaginational OE was an unexpected result. 

There are two components to this unexpected finding: 1) that Imagina

tional OE would be related to mathematic ability; and 2) that the degree 
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of significance would be stronger than those of Intellectual and Emo

tional OEs (see Table 16). Upon consideration of the nature of multiple 

choice mathematics tests, the correlation becomes understandable. It is 

easy to appreciate mathematics as an analytical exercise, but less often 

are some of its more complex attributes discussed. In order to find the 

correct answer among four possibilities on a math test, students must be 

flexible enough to consider a variety of methods of solving one problem; 

they must be able to connect ideas which seemed previously unrelated, 

and they must be able to see these unrelated elements as logical parts 

of a whole. All of these abilities—flexibility, making unusual connec

tions between facts, and being able to relate the unrelated ("making 

sense of a mess")—are connected with the creative and imaginative per

sonality and the indicators of Imaginational OE. While these character

istics might act as a hindrance in a free response mathematics test 

where students can create whatever sort of answer they think appropriate, 

when their choices are carefully restricted, the ability to think crea

tively may become a beneficial influence. Therefore, upon closer con

sideration of what is involved in a mathematics test such as this, it is 

easy to see why all three of these OEs were apparent in the students who 

did well on the CAT Mathematics subtest: Intellectual OE is related to the 

analysis which goes into mathematical calculations; Emotional OE tends 

to accompany strong indications of Intellectual OE; and Imaginational OE 

represents the student's ability to explore all of the possible solu

tions before making a decision. 

Finally, it is interesting to note that the mean scores for both 

the low and the high scoring groups tend to cluster in all of the 
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measures of OE across subtests. Figure 6 graphically depicts the levels 

of OE on all three subtests for low scoring students. This graph shows 

that the differences across subtests are generally no more than a few 

points in the low scoring groups. The same tendencies are paralleled 

in the high scoring students (see Figure 7), with the exception of the 

unusually high Intellectual OE level in CAT Reading subtest, where one 

extremely high Intellectual score skewed the mean score. Again, this 

indicates that levels of OE in children with a certain level of school 

achievement tend to group together no matter what the subtest; children 

who make low scores tend to have lower profiles than children who per

form well on a test of school achievement. This would again support the 

premise held by Dabrowski that OEs are stronger in children with above 

average ability. 

Sex Differences 

The results of the analysis comparing girls and boys in the 

gifted and random populations did reveal significant effects, but these 

differences were not consistent between groups. In the gifted sample, 

boys tended to give richer responses than girls, while in the random 

sample, girls received higher ratings than boys. Even the significant 

differences found on Intellectual OE were almost exactly opposite in 

the two groups. A further analysis of these figures showed that when 

the mean scores of the boys and girls in the total sample were tabu

lated, the differences in the scores of the two sexes became negligible 

(see Table 18) indicating that the differences found in the separate 

groups could be attributed to a sampling error. 
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Table 20. Mean OE Scores of Gifted Boys, Gifted Girls, Random Sample Boys, Random Sample 
Girls, and Boys and Girls of the Combined Samples 

Overexcitability Gifted Boys Gifted Girls Random Boys Random Girls Boys Girls 

Psychomotor 8.4 6.28 5.75 6.5 7.08 6.39 

Sensual 2.6 2.00 1.75 2.38 2.18 2.19 

Imaginational 13.4 10.29 5.25 7.37 9.33 8.83 

Intellectual 18.2 13.42 6.5 10.0 12.35 11.72 

Emotional 12.4 10.57 3.0 6.75 7.70 8.66 
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The largest level of significance found between the sexes was 

that Emotional OE was significantly higher in the girls in the random 

sample than in the boys in that sample. This could be attributed to 

the fact that girls tend to enter adolescence earlier than boys, and 

could be becoming preoccupied with the emotional changes in their lives. 

Since gifted children tend to develop at an accelerated rate, it is more 

likely that both the boys and the girls in this group are approaching or 

have reached the pre-adolescent stage, explaining the lack of a signifi

cant difference in Emotional OE in this group. 

Fraternal Twins 

The current sample of students included a set of fraternal 

twins. One of the twins was a member of the gifted sample, the other 

was in the random sample. An examination of the OE profiles of these 

two students might reveal some information which could indicate whether 

or not heredity could play a role in Developmental Potential. 

The differences between the OE scores of the twins is presented 

in Figure 8. A quick glance at these scores shows a striking differ

ence between the two students. The scores of the gifted student at 

least double those of his twin in all indicators of OE, and are three 

to four times higher in Emotional, Intellectual, and Imaginational OE 

scores. Thus, even though these two children were born together, 

brought up in the same household, and educated in the same schools, 

their perceptions of the world and their methods of processing infor

mation are quite different. The specific answers that these children 

made to the same question offer a dramatic representation of the 
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divergent pattern of thought. In response to question #16, the two 

students made the following responses: 

16) If you come across something at home or at school that's 

hard to understand, what do you do to make it more clear, and what is 

going on inside your head while you figure it out? 

Twin #1 (Random Sample): Well, if I can't figure it out and 

I read it and read it and I can't, then I'll read it once more, and if 

I still don't understand it, I'll go ask my Mom or I'll ask the teacher 

or something. 

(E)xperimenter: And what's going on inside your head while you 

figure it out? 

Twin #1: Well, I'm thinking about trying to find the answer. 

Twin #2 (Gifted): Well, I think of it as a cartoon. I take 

as many possibilities as I can, and I fit them all together, and like 

I, gee ... I fit together everything and I think of it as a cartoon, 

and if I don't understand, then I ask someone. If nobody's around to 

ask, I just write it all down, all the things, and then I write a little 

story about it, and then I understand it more clearly if I sit and think 

about it for a while. 

E: What's going on inside your head while you figure it out? 

Twin #2: Well, I'm sort of like making a graph or something, 

I'm putting them all in order and whatever fits in that category, I 

consider it classified in that category, but if I don't think something 

fits . . . 90% of the time I'm right about how I do this, it's really 

weird, that I can do that. 
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The response of the first twin does indicate a low level occur

rence of Intellectual OE, as she reveals a capacity for sustained effort 

on a problem, and enough interest and dedication to seek out help if she 

cannot figure out the problem on her own. A response such as this would 

receive a rating of Intellectual 1. 

Even the untrained eye can see that the response of the second 

twin is richer in several respects. Intellectually, this twin uses many 

more problem solving techniques representative of Intellectual OE: 

making analogies, categorizing, asking for help, incubation, and forming 

graphs and charts are all mentioned as a part of this twin's process of 

problem solving. This answer is not only representative of Intellectual 

OE, though, it also contains an example of a fairly strong Imaginational 

OE. In order to make the problem seem more clear, the twin thinks of 

the problem as "a cartoon," or he "writes a little story" about it indi

cating the ability to imagine new associations and to create new reali

ties on his own. This unique and fanciful approach to a problem, then, 

would not only be rated as a strong indication of Intellectual OE (2), 

but also as a fairly intense Imaginational OE (2) as well. 

These differences found in the OE levels become even more inter

esting when one considers the traditional test scores of the two stu

dents. The current scores on both the CAT test and the TTCT test are 

equivalent indicating little in the way of a meaningful difference be

tween the twins (see Table 19). The similarity of these scores was due 

largely to a severe drop of the CAT scores of the gifted twin between 

the fifth and sixth grade administration of the test. Thus, even though 

there is clearly a difference between these two children, the gifted 



Table 21• A Comparison of the Scores Received by Fraternal Twins on Measures of 
Creativity, School Achievement, and Indicated Overexcitability 

Creativity School Achievement Overexcitabilities 
Verbal Figural G R M* PSMTE** 

Twin #1 (Gifted Sample) 110 90 6 6 7 14 6 23 26 22 

Twin #2 (Random Sample) 109 117 5 5 6 70686 

*G = CAT Grammar Subtest 
R = CAT Reading Subtest 
M = CAT Mathematics Subtest 

**P = Psychomotor 
S = Sensual 
M = Imaginational 
T = Intellectual 
E = Emotional 
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twin would not have been identified by traditional methods of assessing 

giftedness with his current scores even though the scores on the same 

test administered one year previously had identified him as an intellec

tually gifted child. It seems, then, that the OEQ may be successful in 

providing evidence of high ability which is overlooked by other mea

sures . 

Implications for Studies of the Gifted 

Studies are only valuable insofar as they reveal information 

which is of pertinent use in the field, and so it is necessary to assess 

the information gathered in the current research project in terms of its 

possible applications to the field of education for gifted and talented 

students. 

Profiles on student behavior and attitudes gathered via the OEQ 

seem to reveal much to us about the nature of giftedness. The highly 

intellectual are too often thought of as computer-like automotons who 

live only to think, associate, and calculate. "Egg-head" or "wise-guy" 

are the derogative terms used to describe these children. Similarly, 

the creative, as mentioned earlier, are often seen as "flaky" or "space 

cadets" who cannot be relied upon for intellectual stimulation. More 

and more, evidence is appearing which indicates that this perspective 

must be changed, and the results of the current data fall in line with 

this new perspective. The OEQ scores indicate that gifted students 

differ from their average classmates on more than one dimension: the 

intelligent tend to be more imaginative, the creative more intelligent, 

and both groups more emotionally sensitive than their average 



104 

classmates. The OEQ, then, would be a useful tool in measuring the 

many dimensions involved in the gifted personality. 

Because the OEQ measures five different characteristics simul

taneously, and because these five modes of response can be directly 

paralleled, the OEQ could provide a means by which degrees of intensity 

between the modes could be assessed. By the use of the OEQ, children 

with high creative ability or high emotional sensitivity could be iden

tified as well as the highly intellectual students, and be given train

ing to meet the specific needs of their ability. As there is to this 

date no other protocol which measures all of these possible avenues of 

giftedness, having such an instrument would be valuable. 

Not only could the OEQ be useful in the way it measures a 

child's ability, it could also be useful for what it measures. The 

emotional intensity of the gifted students assessed in this study is 

worth attention. Although much time is spent refining the intellectual 

skills of the gifted, too often the brain is trained at the expense of 

the soul. The lack of attention paid to the emotional needs of gifted 

children could be one of the causes behind the unfortunately high num

bers of underachieving gifted students. The growing number of suicides 

involving the gifted children in our population can also be partially 

attributed to our blindness to the special emotional pressures experi

enced by gifted students. Why are the emotional needs of the gifted 

so often overlooked? Perhaps because it has been hard to quantify the 

existence or even the depth of this quality in gifted children, and in 

this world of budgets and restrictions, more than an educated opinion 
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or a "general tendency" is needed to obtain support for new kinds of 

programming. 

Because the OEQ quantifies the relationship between intellectual 

and creative giftedness and emotional intensity, it could provide impor

tant evidence of this partnership- The OEQ successfully reflects the 

sensitivity of the highly intelligent child. Consider these responses 

from students with high Intellectual OE: 

Question #1: What makes you incredibly happy? 

Subject #4 (Total Intellectual OE = ): When my Mom comes home, 

she's got a [commission] I feel really happy, because it's something 

she's been working on a lot, and it just makes me feel really happy be

cause she's been working on it a lot, and ... I know how she feels 

working on it. 

Question #15: Do you ever think that plants and animals have 

their own feelings? 

Subject #3 (Total Intellectual OE = 15): Sometimes I feel like 

our plants have feelings, and if I forget to water them, they're saying, 

"(X), why did you forget to water me, how could you forget me?" and that 

makes me feel bad that I forgot to water them, and so I give them some 

extra water so that it makes like I'm saying, "I'm sorry." 

Question #14: When do you feel like you just have to do some

thing? What do you do when you feel that way? 

Subject #9 (Total Intellectual OE = 14): Well, when I'm in a 

real good mood, and my Mom, you know, she's tired, and you know, she's 

got to fix dinner and all that, I try to make myself ... I try to 

make myself turn the TV off and ask my Mom if there's anything that I 
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can do for her. I mean, like you know, if my brother's hurt or any

thing, and I'm in the middle of a real good baseball game, I go over 

and help him. It's weird, it's . . . sometimes my brother and I, we 

don't get along but when he gets hurt or when I get hurt, we really 

care a lot for each other. 

In the first example, there is evidence of a deep attachment to 

a parent as well as a high degree of empathy for the feelings of an

other. The second example also shows a great deal of empathy, this time 

for inanimate plants, and feelings of guilt over the subject's own for-

getfulness and cruelty. The subject in the third example shows the 

ability to give up self-gratifying activities in order to help the 

people he loves. He even shows an awareness of the concept that love 

for another exists above and beyond the petty differences in everyday 

life. These are certainly not the responses of computer circuits, but 

of people who are highly sensitive. 

Because the OEQ can tap- the emotional depth experienced by 

gifted students, it could prove to be a valuable tool in obtaining the 

needed rationale for providing for the emotional needs of the gifted in 

the classroom, at home, and in special counseling oriented toward the 

unique needs of the gifted. 

The fact that the intellectually gifted had high Imaginational 

OE and vice versa brings to bear some important considerations about 

the nature of the instruction provided for the gifted in the classroom. 

Curriculum for the gifted should not be centered upon intellectual 

ability alone. Instead, a multi-faceted approach needs to be taken in 

the classroom, which centers upon creative as well as intellectual 
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ability. What this means is that teachers should encourage rather than 

discourage those sometimes irritating characteristics associated with 

creative behavior: the wandering of; the mind, the fanciful flights of 

imagination, and the rejection of the old in the pursuit of the new. 

Indeed, if this is done in a classroom which is partially constructed 

for this very purpose, teachers of the gifted may find that the crea

tive behavior may become a joy rather than a terror. Creativity train

ing is especially important in this day and age, when the creative 

solving of problems is not so much a key to progress as is the creative 

identification of problems. Children need to learn now how to look at 

what seems common and make it uncommon, and how they can make the un

familiar recognizable so that when they mature they can use their 

abilities to their greatest extent, both to benefit themselves and to 

benefit the people within their sphere of influence. 

Implications for Dabrowski's Theory 

The results of the present study parallel those of Silverman 

and Ellsworth (1982) in their study of gifted and average adult popula

tions. As this is the first attempt made to compare a gifted sample 

and a random sample by means of the OEQ, it may represent another build

ing block on which support for Dabrowski's theory can rest. 

Imaginational, Intellectual, and Emotional OEs were the differ

entiators between the gifted population and the random sample, just as 

the study conducted by Silverman and Ellsworth. Thus, further evidence 

has been provided through the results of this study that OEs may be 

present, if not at birth, then at a very early age, supporting one of 
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the ideas which is at the heart of Dabrowski's theory* It is also 

important to note that the OEs which distinguished between the adult 

populations were the same as those found with the two groups of chil

dren , indicating that the OEs may represent a constant factor in the 

personality make-up of the gifted and talented. 

Adult artists also seem to have the same general intensity of 

OEs as do creative children, as is indicated in the comparison of the 

results of the study by Piechowski et al. (1982) and the current data. 

Depending on the specific subtest, the creatively gifted were signifi

cantly different in measures of Intellectual and Imaginational OE, and 

to some extent, in Emotional OE as well. As with the adult group of 

artists, Imaginational OE accounted for the strongest difference between 

the two groups, and although the Emotional OE was not as strong in the 

creative children as it was in the adults, this could be a result of the 

sample size as much as a tendency representative of the younger subjects. 

Thus, the implications which can be drawn from a limited study 

of overexcitabilities in children do suggest that OEs, as described by 

Dabrowski's theory, can be observed in children as well as in adults, 

that the mode of OEs which distinguish those of high ability from the 

average population are constant throughout different age groups, and 

that these tendencies can successfully be measured in children. Again, 

the parallel between Dabrowski's theory and gifted personalities is 

quite close, indicating that the Theory of Positive Disintegration could 

be a coalescing force in the field of the education of the gifted. In 

this study, in which two different types of giftedness were assessed, 

both the intellectually and the creatively gifted were found to have 
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similar underlying features of Emotional, Intellectual, and Imagination-

al overexcitability. These, then, may prove to be the substrata of 

giftedness, the characteristics which underlie the traits which we ob

serve in the everyday behavior of individuals with exceptionally high 

ability. 

Areas of Future Research 

Although the results of this study could provide important sup

port for the Theory of Positive Disintegration and for the OEQ as an 

assessment instrument, it is important that we keep in mind the limita

tions of the study before we accept this data as proof positive of any 

of the assumptions which have been made. First, it is hard to make 

definitive statements about this study while there is no validity or 

reliability data associated with the OEQ. This instrument needs to be 

further analyzed before we can accept as a certainty the valuable infor

mation which it seems to provide. Other considerations which deal with 

the use of the written versus the oral questionnaire, and the specific 

technique used for administering and scoring the oral OEQ are presented 

in Appendix B. 

These data need to be replicated in an independent study in 

order to verify these results before they can be accepted as hard fact. 

Also, larger samples of gifted and random populations need to be tested 

to see whether or not these results hold up under more global investi

gation . 

If the instrument and the results are successfully verified, 

the door will be opened to a myriad of questions which would bring fur

ther insight to the Theory of Positive Disintegration as it applies to 
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the field of the education of the gifted. Could the OEQ succeed where 

other measures fail in identifying gifted students who are underachiev-

ers or emotionally disturbed? Is there a difference between the crea

tively gifted and the intellectually gifted child in levels of indicated 

OE? Are OEs indeed innate and relatively stable, or can children be 

trained to increase their ability to accept and process information 

through the five OE channels? How do people who are identified as 

gifted in areas other than intellectual ability (the high creative, low 

IQ; gifted athlete; or the gifted leader) respond to the OEQ and how 

would these responses compare to the responses given by the intellectu

ally gifted? Does indication of OEs in childhood parallel the indica

tion of OE in the same persons as adults? These are only a few of the 

questions which could be investigated as we continue our study of what 

may be an important new theory in the field of the education of the 

gifted. 

Concluding Statement 

We live in a world today which spends much time and energy 

identifying the ways in which people are different: we use our race, 

our sex, and our religion to build fortresses around ourselves which say, 

"No, you are not as I am. You cannot be like me." The field of educa

tion for the gifted has not escaped this tendency towards isolation: 

the field has become separated into different kinds of giftedness— 

intellectually gifted, creatively gifted, athletically gifted, and 

gifted leaders are only a few subdivisions which we have created. While 

it is understandable that we would want to know about the specifics of 
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each of these kings of giftedness, we run a dangerous risk of empha

sizing these differences until even the children we serve can no longer 

communicate across the gaps. 

One of the most engaging aspects of the Theory of Positive Dis

integration is that it emphasizes the ways in which the gifted are 

alike, rather than the differences between groups. Giftedness, in 

Dabrowski's terms, is defined not by an IQ score or a creativity test, 

but by a potential—a potential which may express itself through a 

painting, a philosophical treatise, or a feeling of empathy for mankind. 

Indeed, preliminary findings indicate that although different kinds of 

giftedness may be expressed through a particularly high intensity of 

one OE, all gifted people share in common imaginative, intellectual and 

emotional capacities which are substantially greater than the general 

population. 

It is important that we continue to emphasize the ways in which 

the gifted are alike, that we are dealing with many small groups with 

distinct and separate capabilities, but with one large group who all 

deserve to experience the world to their fullest potential. Further

more, by providing the gifted child with experiences which span many 

areas rather than just one, we will be giving the means by which they 

can learn to reach out and share their special talents with others who 

have their own unique gift. If just one child can learn to see that 

what one man calls an equation, another calls a song, we would be making 

the initial link in communication which could eventually lead to that 

child's greater appreciation of mankind. And if we could provide the 
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world with one more Linus Pauling, one more Vincent Van Gogh, one more 

Martin Luther King, just think of how much richer we will have made the 

world. 



APPENDIX A 

ORAL QUESTIONNAIRE 

1. What makes you feel incredibly (extremely) happy? 

2. What gives you the most pleasure? 

3. What kinds of things do you like to daydream about or play make-

believe in your head about? 

4. What kinds of things make you think? What gets your brain working? 

5. When do you feel the most energetic—as if you could go on and on 

and never stop? What do you do with all this energy? 

6. Do you ever watch people and try to figure out why they do what 

they do? What sorts of things do you notice? 

7. How do you act when you get excited? 

8. How clearly can you see things in your mind's eye? 

9. What do you like to concentrate on the most? 

10. Do you prefer to do active or quiet things? What things do you 

like to do best? 

11. Is tasting something special to you? Tell me about it. 

12. Do you ever see, hear, or imagine things that aren't really there? 

Tell me about them. 

13. Do you ever think about how your own mind works? Tell me more 

about it. 

113 
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14. When do you feel like you just have to do something? What do 

you do then? 

15. Do you ever think that plants and animals have their own feelings? 

Does it ever seem to you that other things around you are alive or 

have a life of their own? 

16. If you come across something at home or at school that is very 

hard to understand, what do you do to make it more clear? What 

goes in inside your head while you work it out? 

17. Do you ever make up poems or stories? Give an example. 

18. Do you ever argue with yourself (or have discussions or conversa

tions with yourself)? What kinds of things do you argue about? 

19. If you ask yourself, "Who am I?" what is the answer? 

20. When you read a book, what do you notice the most? 

21. Tell me what you do when you are just messing around (goofing 

off)? 



APPENDIX B 

ISSUES CONCERNING THE 
ORAL OVEREXCITABILITY QUESTIONNAIRE 

The conclusions reached in the previous chapter prove that 

this method of gauging the manner in which a child views the world 

is indeed a viable one, and can be considered a serious and meaning

ful contribution to the field. However, the attempts to develop any 

new theory for practical use is a growing, changing process and as 

such, there are many wrinkles which must be ironed our in order to 

make this transformation as effective as possible. The purpose 

of this chapter is to point our some areas where changes should 

be made in the oral questionnaire and to make suggestions as to how 

these changes could be implemented. These suggestions relate both 

to the oral questionnaire and in the procedure for scoring the 

responses. 

There were several questions in the body of the questionnaire 

which were repeatedly confusing to students, or which were commonly 

misinterpreted. These questions need to be rephrased so that they 

are comprehensible to young children. 

115 
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1. How clearly do you see things in your mind's eye? Students 

were often perplexed by this question, and did not seem to be able to 

understand the metaphor "mind's eye." Although the experimenter used a 

set explanation to clarify the question (How clearly can you picture 

things?), the choice of words was probably a little too leading by sug

gesting the visual imagery, perhaps if the metaphor were explained in 

children's terms, it would be more accessible to their way of thinking. 

One example of this would be, "If your mind was a camera, how well do 

you think your snapshots come out? Would they be very clear, or very 

fuzzy, or somewhere in between?" 

2. Is tasting something special to you? At first glance, this 

question seems very clear and straightforward, and so it was very per

plexing when several subjects misinterpreted the question. The issue 

finally became clear when the experimenter realized that while she was 

asking, "Is tasting something special to you?", many of the subjects 

were responding to the question: "Is tasting something special to you?" 

While it is possible that this phraseology was meant to be vague so that 

the students could interpret it at will, it seems as though a different 

wording of the question might lead students to respond more to the issue 

of the taste of food, rather than the act of tasting. The request, 

"Tell me what you think of when you think of the way food tastes? Do 

you think that this is special?" might lead to some responses directly 

related to taste while still leaving the subjects free to respond in a 

variety of OE modes (i.e., "My mother's cooking"—E OE, "The way the 

tastebuds interact with the food in your mouth"—T OE). 



117 

3. Do you ever feel like you just have to do something? This 

question falls victim to the same semantic difficulties as the previous 

question, for many of the subjects interpreted it to mean an obligation 

from external stimuli {parent, teacher), rather than an internal press 

for action. Again, the wording could be rephrased into an even more 

simplistic form so that it would be more direct and accessible to a 

child's realm of understanding. For example, "Do you ever feel as 

though you'11 go crazy if you don't do something? When? What do you 

do then?" 

4. Do you ever write poems or stories? Give an example. This 

is an interesting example of where the simplified version of the ques

tion is less effective than a more complex one. On the written OEQ, the 

first part of the question is followed by "What comes into your mind 

when you are in a poetic mood?" In an attempt to find out more informa

tion than a simple example could give, the experimenter often used a 

simpler version of this question {Tell me what comes into your mind when 

you write a poem or a story), which revealed more about the impetus be

hind the creative act, as opposed to the list of stories the subject 

would give in response to the question as stated in the oral OEQ format. 

5. When you ask yourself, "Who am I?" what's your answer? The 

problem posed in this question was not the phrasing of the question, but 

instead in the phrasing of the responses that it generated. The answer 

most often given to this question was, "I am (name)." This statement, 

on a surface level, says nothing at all to the scorer, or to anyone 

else, about what goes into that particular person's self-concept. How

ever, the experimenter soon found that this response implied different 
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levels of thought when made by different children. From one child, it 

was indeed an indicator that very little in-depth consideration of the 

issue had ever been made; from others, however, it was considerably 

more complex. Several subjects replied by saying "I am (name)," but 

clearly saw their names as the outward representation of the unique set 

of characteristics which made up their personality—a sort of unifying 

force. Consider the response of one subject who elaborated on the 

topic: 

I don't know ... I thought about that one. I'm just 

(name). I know it's just a name but I like to do 

certain things and that's who I am. And I like certain 

people and that makes me what I am. 

Since these are the issues that the question is meant to tap, it might 

be more useful to circumvent the first part of the response by asking 

"What sort of things do you think of when you think of (name)?" or 

"What are the words you would use to describe (name)?" 

Follow-Up Questions 

As one of the advantages of the oral OEQ is that the questioner 

is free to clarify issues both for his/her benefit and for the benefit 

of the subject, it might be worthwhile to establish a set of predeter

mined follow-up questions or clarifying questions to use if the original 

question is either unclear or if it fails to draw a clear response. 

Over the course of interviewing the children in this study, the experi

menter developed a partial list of follow-up questions which could be 

used as the basis for such an attempt: 
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2. What gives you the most pleasure? 

Follow-up: What makes you feel warm inside? 

3. What kinds of things make you think? 

Follow-up: What sorts of things make your brain click "on"? 

5. When do you feel the most energetic, as if you could go on and 

on and never stop? 

Follow-up: What do you do when you feel filled up to the brim 

with energy? 

9. What do you like to concentrate on the most? 

Follow-up: What kinds of things do you like to spend brain 

energy on? 

11. Is tasting something special to you? 

Follow-up: What do you think of when you think of tasting? 

14. When do you feel like you have to do something? 

Follow-up: Do you ever feel a need to just get up and do 

something? When do you feel that way? 

19. If you ask yourself "Who am I?" what's the answer? 

Follow-up: What sorts of things do you think of when you 

think of (name)? 

Most of these follow-up questions simply serve to give the 

child an image to work with when trying to answer the question, or make 

the question more concrete. As many of the children who will be inter

viewed with these questions will not have reached the formal operational 

stage of thought, it may be more necessary than convenient to use these 

questions in order for the students to thoroughly understand the true 

meanings of the questions. 
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Obtaining Additional Information 

In order to make the questioning process more uniform across 

questions, it might be best to establish a set of guidelines to use in 

order to ask for more information from subjects. This way, researchers 

or teachers using these questions could be relatively sure of the set 

of information on which different ratings were based. While question

ing children in the present study, the experimenter found two general 

areas of "further questioning" were especially useful, and filled, for 

the most part, all of the necessary gaps in the given information. 

The first technique used was to ask the subjects to define terms 

which were vague, confusing or were unknown to the experimenter. This 

was done especially frequently for the question "How do you act when you 

get excited?", where student responses were usually in their own vernac

ular: "hyper," "spacey," and "real weird" were common answers. By ask

ing the students to define "What does hyper/spacey/weird mean?" the 

interviewer was usually able to get some more distinguishable descrip

tors . This technique was also frequently used to ask the students to 

define themselves in response to the question "When you ask yourself, 

'Who am I?' what is the answer?" by asking "What sorts of things do you 

think of when you think of (name)?" 

Asking students to extend their answers was the second technique 

used by the experimenter. This was done when the students spoke of en

joying or spending a lot of time involved with certain activities with

out saying why these were enjoyable. Playing instruments, cooking, 

baby-sitting, and racing go-carts are all examples of activities which 

could have a variety of OE interpretations. For example, cooking could 
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be enjoyed because of its creative outlet (M OE); because it gives 

pleasure to other people (E OE); or because of the enjoyment of watch

ing seemingly unrelated ingredients become one whole dish (T OE); not 

to mention the pleasure associated with eating what one cooks (S OE). 

In order to clarify the response, the experimenter asked the subject 

what it was about these activities they found enjoyable, or to explain 

or tell more about their interests. Through the use of these two tech

niques , the experimenter usually managed to obtain the needed informa

tion without digging needlessly into useless topics and without making 

the subjects uncomfortable about the adequacy of their answers. 

Atmosphere of the Testing Environment 

There is also an interesting issue surrounding the length of 

the subjects' responses. Somewhat predictably, the subjects grew more 

comfortable and more verbal as they grew more accustomed to the inter

viewing process, the types of questions being asked, and the tape 

recorder in front of them. As a result, the length and depth of the 

responses tended to increase as the interview progressed. As a result, 

much less information was provided at the beginning of the interview as 

compared to the later responses, suggesting that these questions were 

not being used to their fullest potential. In order that these ques

tions be as useful to the interview as the later questions, it may be 

necessary to change the questioning procedure in one of the following 

ways; 

1. Attach 3-5 "bogus questions" to the beginning of the interview. 

The purpose of these questions would not be to elicit information, but 
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rather to acclimate the student to the interviewing atmosphere. In 

this way, the subjects might volunteer more information by the time the 

"real" questions were broached. 

2. The interviewer could turn on the tape recorder and start 

conversing with the subject on general topics. After the subject is 

"warmed-up," the experimenter could feed into the interview questions 

inconspicuously. This approach would be considerably more involved 

than the previous one, as it would be best for the interviewer to either 

memorize the interview or at least be familiar enough with the protocol 

to maintain the informal, conversational aura of the interview. How

ever, it might also lead to the most comfortable interviewing atmos

phere, and insofar as that may be true, the memorizing would be well 

worthwhile. 

Related to the issue of atmosphere of the interview is the rap

port between the subject and the interviewer. A child who is comfort

able and trusting will reveal more and speak more honestly than a child 

who is ill at ease. Therefore, it is critically important that the 

experimenter and the subject are comfortable with each other. Inter

viewers should have some amount of previous contact with the subjects 

so that there is a minimum of awkwardness. Again, some sort of bogus 

activity before the actual interview might help the subject become more 

familiar with the experimenter. 
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Rating the Oral Questionnaire 

Once the interview was completed, and all possible information 

gathered, there remained only the process of rating the responses given 

by the subjects. Here, however, the researcher found a whole new crop 

of unexpected problems to harvest, from transcribing the taped interview 

to the rating of the subjects' answers. 

Most of the problems encountered in transcribing the interviews 

lay in dealing with the stress and intonation in the subjects' voices 

while they talked. One of the advantages of using the written question

naire is that the children are free to use underlining as a kind of 

emphasizer while writing their statements. When the interview is given 

orally, much of the subjects' vocal stress and intonation, and all phy

sical gestures are lost when transcribed onto the written page. While 

some of these nuances of intonation can be captured through the use of 

underlining stressed words or the use of exclamation points, this still 

leaves much to be desired in the way of capturing the whole quality of 

any particular interview. What might be necessary, then, would be to 

develop a set of symbols to indicate the different kinds of nonverbal or 

tonal cues given during the interview, including hand gestures, awkward 

movement, vocal stress, or fluctuation of intonation, all of which could 

affect the intensity of the rating a scorer could give responses. 

A second issue which was encountered in rating the oral OEQ 

dealt with the disagreement between the interviewer and the independent 

rater as they reached a consensus score. Again, the lack of emphasis on 

the transcribed interview played a large part in the problems encoun

tered. While the information on a written OEQ is common to both raters 
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and neither rater has the benefit of any further data, when oral OEQs 

are rated, the interviewer has more information than does the indepen

dent rater because the interviewer has been in direct contact with the 

subject and has had more interaction with the subtext of the inter

view—hand gestures, intonation, and in some cases, additional data 

about the child's background. Thus, when the interviewer rates, all of 

the richness of the conversation with the subject is inevitably included 

and may bias the final score. The independent rater, however, works 

only from the words on the written page, Thus, the ratings of the in

terviewer are often higher than are those of the independent rater, and 

consensus is more difficult to reach as controversy arises over what was 

actually communicated, and what was literally said. 

There are, of course, several ways to circumvent this problem in 

future studies. One would be to have the independent rater listen to 

the tapes of the interview so that they too would hear the intonation in 

the subject's voice. This would be recommended only if the intonation 

was particularly significant to the meaning of the response, as this 

technique would add considerably to the time spent rating the interview. 

An alternative technique would be to have the transcribed interviews 

rated by two independent raters who would be unaffected by the tone of 

the interview. However, much of the subject's richness could be lost 

through this technique and thus could be a disservice to that child and 

to his/her potential. The most practical solution again seems to be the 

previously mentioned set of symbols, so that any independent rater would 

have at least some idea of the depth of meaning included in the subjects' 

speech. 
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Oral vs. Written Questionnaire 

After raising the above questions which currently inhibit the 

effectiveness of the oral OEQ, it becomes necessary to weigh the advan

tages and disadvantages of the oral OEQ versus the written OEQ as a 

protocol for identifying indicators of OEs in children. 

First, while it is true that the process of rating the oral OEQ 

is drawn out by the transcribing of the interviews, it is also true that 

administering the oral protocol in and of itself takes considerably less 

time than the written OEQ, which, depending on the way it is adminis

tered, can take as long as several days to complete. All in all, then, 

the time involved in administering and scoring the two OEQs is compar

able, and as the oral questionnaire appears to result in richer and more 

thorough responses, the oral OEQ seems to be the logical choice. 

Thorough answers are only possible if the various inhibitors to 

the interviewing process can be circumvented. Among these inhibitors 

is the tape recorder. Seeing the tape recorder in front of them may 

make the subjects awkward and hesitant to reveal any information that 

was particularly personal. The same is true of the fact that when given 

the oral OEQ, there is another person sitting in front of the interview

ee which may prove at times to be embarrassing. 

These problems are paralleled, however, by inhibitors which ex

ist in the administration of the written OEQ. First and foremost among 

these is the fact that there is no chance to ask the subjects for more 

information if responses are vague or not easily definable in the terms 

of an OE or group of OEs. Once the written OEQ is collected, it is 

difficult to go back for more clarity. Because the raters cannot always 
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be sure of precisely what the subject's meaning was, it can never be 

certain that the experimenter's rating is a true representation of the 

person who responded. Also, if the rapport between the interviewer and 

the subject is particularly good, it may be that the subject would 

readily talk to the interviewer and would actually want to reveal more 

than would a person answering a relatively impersonal questionnaire. 

So, once again, there seems to be an equivalent number of advantages and 

disadvantages to using either the oral or the written questionnaire. 

Therefore, it would seem that the best way to determine which should be 

used for any specific study would be through the consideration of the 

age of the population being examined, the time available to administer 

the OEQ, and the rapport already established between the researcher and 

the target population. 

Future Research 

It is hard, and perhaps even unwise, to make final conclusions 

about any instrument while it is still in its infancy: like a child, 

it will need time to grow and develop before its final merits can be 

objectively analyzed. What can be said at this point is relatively 

self-evident: much Inore research must be conducted on both interview

ing techniques in order to learn more about the merits of each. Indeed, 

several potential research topics present themselves almost without 

thought, especially concerning when either of the OEQs should be given 

to any particular group. For example, what is the exact age threshold 

where the written OEQ becomes more effective than the oral OEQ? Is the 

verbal response richer in interviews with adults as well as with 
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children? Is the anonymity of the written OEQ necessary for adults to 

protect themselves as they reveal information? Along a similar vein, 

there are important questions to be answered about the nature of the 

oral interview: How drastically does the addition of a follow-up ques

tion change the intensity of a subject's response? Does the added in

formation actually reveal more about the subject, or does it merely 

serve to reiterate what was already said? Is there a difference between 

the ratings of scorers who rate only statements before follow-up ques

tions and scorers who score the entire response? 

There are also several questions to be answered about which of 

these protocols would be best to administer to special populations of 

children: Which is the best OEQ to give to underachieving gifted stu

dents , or to other emotionally disturbed children? How can provisions 

be made for handicapped or learning disabled students? These are only 

a few of the many possible research questions which need to be pursued. 

The most important point that can be made as a conclusion to all 

of these considerations is this: based on the data gathered in this and 

other studies (Axley, in preparation; Schiever, 1983), the oral OEQ does 

deserve to be a topic for further research. It is obvious that even as 

it stands, the oral OEQ is a valuable tool in tapping the talents and 

innate potential of young people, and if it is effective as it now 

stands, any steps made to further improve the technique would only serve 

to make it a more valuable tool both to researchers and teachers and 

counselors in the field-



APPENDIX C 

FORMS AND EXPRESSIONS OF PSYCHIC OVEREXCITABILITY 

Psychomotor 

Surplus of energy 

rapid speech, marked enthusiasm, fast games and sports, pressure 

for action, delinquent behavior 

Psychomotor expression of emotional tension 

compulsive talking and chattering, impulsive actions, delinquent 

behavior, workoholism, nervous habits (tics, nailbiting), compul

sive organizing 

Sensual 

Sensory pleasures 

seeing, smelling, tasting, touching, hearing 

Sensual expression of emotional tension 

overeating, masturbation, sexual intercourse, buying sprees, 

desire for physical, sensual admiration, dance 

Intellectual 

Probing questions 

Problem solving 

Learning 

curiosity, concentration, capacity for sustained intellectual 

effort, extensive reading 
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Theoretical thinking 

thinking about thinking, introspection, preoccupation with certain 

problems, moral thinking and development of a hierarchy of values, 

conceptual and intuitive integration 

Imaginational 

Free play of the imagination 

illusions, animistic and magical thinking, image and metaphor, 

inventions and fantasy, poetic and dramatic perception, metaphoric 

language, metaphors, humor 

Spontaneous imagery as an expression of emotional tension 

Animistic imagery, mixing of truth and fiction, dreams, visual 

recall, visualization of events, fears of the unknown 

Emotional 

Somatic expressions 

tense stomach, sinking heart, flushing 

Intensity of feeling 

positive feelings, negative feelings, extremes of feelings, 

complex feelings, identification with others' feelings, sense of 

accomplishment, desire for recognition 

Inhibition (timidity, shyness) 

Affective memory 

Concern with death 

Fear and anxiety 

Feeling of guilt 



130 

Depressive and suicidal moods 

Relationship feelings 

need for protection, attachment to animals, significant others, 

perceptions of relationships, emotional ties and attachments, 

difficulty of adjustment to new environments, loneliness, concern 

for others (empathy), conflict with others 

Feelings toward self 

self-evaluation and self-adjustment, feelings of inadequacy and 

inferiority 



APPENDIX D 

CRITERIA FOR RATING LEVELS OF INTENSITY 

OF OVEREXCITABILITIES 

OE 1 

—Definite mention of at least one of the listed criteria 

—Possibility of an OE, but not enough information 

—Occasional occurrence of a listed criterion, but no evidence 

that this is characteristic of behavior 

—No elaboration 

—No adjectives or adverbs indicating strength of OE 

OE 2 

—A clear statement of one of the given criteria 

—OE appears to be characteristic of the person's behavior 

—Some strength evidenced by elaboration or_ scope or use of 

modifiers such as "very," "frequently," "deeply," etc. 

OE 3 

—Close to a perfect example of an OE 

—Very elaborate response 

—Scope evidenced by the person indicating several areas in which 

the OE is manifested 

—Use of frequent or strong modifiers, e.g., "intensely," "extremely" 
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—Use of strong verbs or phrases, e.g., "agonized," "I could not 

bear" 

—In case of imaginational OE, uniquely picturesque language or 

use of uncommon metaphors (rot cliches) 
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APPENDIX F 

INDIVIDUAL RATING FORM 
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APPENDIX G 

EXPANDED INTELLECTUAL OVEREXCITABILITY CRITERIA 

Characteristics 

avidity for knowledge, learning 

sense of wonder and mystery 

mental energy, intellectual energy 

concentration, absorption, sustained concentration 

wide interests 

thinking about thinking, enjoyment of thought 

problem sensitivity 

acceleration, quickness (capacity for) 

Pursuits (objects of interests, focus of attention) 

puzzles, games, word games 

research questions, projects, intellectual tasks 

problem solving: unspecified 

math and the like, (social) systems 

unusual solutions 

challenging problems 

insoluble problems 

anticipation 
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Methods of problem solving 

multi-facet approach, multiple perspectives, alternatives 

additional information, examples 

intake of information, nonverbal, multichannel, etc. 

reference to the known: larger context, analogies 

catalysts 

mental pictures 

dissection, outlining, breaking down, writing reformulation 

rearrangement 

making pictures and model 

other people (to help, to consult) 

extended process, step by step, repetition, etc., preparation, 

continued work, incubation, intermediate grasp, waiting for 

missing pieces 

insight as resolution—sudden insight, a flash of intuition 

criterion of working knowledge—being able to explore, being able 

to generate examples 

criterion of Gestalt or working principle 

retracing the thought process 
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