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Abstract

While the concept of multipotentiality is often referred to in the giftedness
Iiterature, implicit and explicit deflOitions of the concept change from author to author.
Additionally, few empirical studies have been done to provide support for the many
anecdotal claims made about multipotentiality. The present nine-year follow-up study (N

= 180) of gifled youth (mean age = 20.2 years) provides evidence that many gifted
individuJls may indeed be multipotentialed. The definition of multipotentiality ("the ability
and desire to pursue different activities and goals") used to operationalize the concept was
validated by six experts in the field. Degree of multipotentialily was found to be

significanlly related to SES, verballQ, variety of interests and abilities. participation in
leisure activities. answer-seeking, attitude towards school, and several scores derived from
the 1993/94 administration of the Strong Interest Inventory. Multipotentiality was not,
however, found to be related to Holland's (1985) concepts of differentiation, consisteney,
or vocational identity. It thus appears that experience with activities and perhaps
motivation to learn contribute ta the phenomenon ofmultipotentiality. Little evidence was
found to support the contention reported in the giftedness literature that multipotentiality
leads ta career indecision. Additionally, few eareer-relaled experiences were found to
differenliale belWeen more or less "successful" multipotenlialed subjects. although those
who scored highesl on the Vocational Idenlily Scale were more active in their career
deciding (prioritizing and focusing interests) and less likely to view career planning as a
frustrating and on-going process. Direction of causality for all of the mentioned results is

unknown. and many avenues for future research including nongifted subjects have been

illuminated.
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Résumé

Malgré que le concept de multipotentialité est souvent réferré à la littérature de
snrdové, les définitions implicites et explicites du concept change d'un auteur à l'autre.
.-
Egalement, quelques études empirique ont été fait pour supponer des anecdotes à propos
des multipotentialités. Ces neufs années d'étude (N = 180) sur les jeunes surdovés

(moyenne d'âge =20.2 ans) démontrent que plusieurs personnes surdovés peuvent être

multipotentieI. La défmition de multipotentialité (''l'abilité et le désire de poursuivre

différent défIS et activités") pour mesurer le concept a été validée par six experts dans le

domaine. Le degré de multipotentialité avait un rappon significatif avec le SSE, le QI

verbal, la varieté des interêts et des abilités dans leurs temps libre, la recherche de
response, l'attitude vis-à-vis l'école, et plusieurs résultats derivés du Strong Interest
Inventory de 1993/94. La multipotentialité n'avait pas rapport aux concepts de Holland

(1985): différentiation, consistance, et l'identitée vocationneIle. Peut-être que l'expérience

avec les activités et la motivation d'apprendre contribuent au phénomene de la

multipotentialité. Seulement un peu d'evidence à été trouvé pour supporter l'idée dans la

littérature des surdovés que la multipotentialité cause de l'indécision vis-à-vis une carrière.

Aussi, pas beaucoup d' experiences reliées au carrière ont été différenciées entre les sujets

multipotentiel ayant plus ou moins du "succès." Par contre ceux avec le résultat le plus

élevé étaient plus actif avec leurs planification de carrière et moins poner à croire que la

planification de carrière est frustrante et longue. La direction de la causalité pour les

résultats ci-haut n'est pas connue, et plusieurs avenues existent pour poursuivre de la

recherche future incluant des sujets non surdovés.



••

,

Acknowledgements

Many people have assisted, throughout the past year, in making the completion of
mj thesis possible. Not only did they make the task easier and more enjoyable, but they
also helped to make it a reallearning experience. 1am grateful for ail of their input 1
consider myself lucky to have had the help of so many competent and kindly individuals.

My advisors, Dr. Bruce Shore and Dr. Andrew Carson, were the backbone of my
support system. Bruce repeatedly helped 10 point me in the right di....ection and acted as a
sounding board for various ideas. He was very cnthusiastic about the project and my
efforts. Much of what 1have leamed abolJt pioducing a thesis can !Je credited to him.
Andrew helped with severa! of the more concrete problems 1fal:.ed. It was Andrew's
suggestion to use a one-item expert-validated measure of multipotentiality, instead of
designing an entice scale. As weil, he provided the facilities and assistance to me 10 score
the Strong Interest Inventories.

1was also fortunate 10 Ile able to tum 10 Dr. Gill Rejskind for assistance in
interpreting the data that she collected in 1984-·the data that made this follow-up smdy
possible. Howard Schwartz at the Laurenval School Board readily assisted me to get in
touch with many of the subjects from 1984 thllt 1was unable to locate on my OWII. The
task of recontaeting the subjects was made less arduous by the assistance of Susan
Karoviteh, my office-mate and fellow graduate student, with whom 1shared both

frustrations and laughs. The Strong Advisory Board was generous enough to help to fund

my project by providing the My Vocational Situation and Strong Interest Inventory
instruments and scoring. 1am also grateful for the expedient repües and detailed feedback
received from the experts solicited to validate my 'l1ultipotentiality definition: Dr. N.

Colangelo, Dr. J. Delisle, Dr. R. Fredrickson, Dr. R. Milgram, Dr. P. Perrone, and Dr. D.
Willings, Their thoughts helped to spur my own. Finally, 1received assistance from Dr.

SocraleS Rapagna with my stalistical analyses. He patiently helped me to plan, execute,
and inlerpret a great many such analyses.



••

1

1 saw my life brcl/lching out before Ille like the green
fig tree in the .l'tory.

From the tip of every branc!l. like a fat pl//]Jle fig,
a wonderful future beekoned and winked ....

1 saw myselfsitting in the croteh of this fig tree.
starving to death. just beeause 1 eouldn't make up my mind
which of the figs 1wou Id ehoose. 1wanted eaeh and every
one of tht·m. but ehoosing one meant losing ail the rest.
and. as 1sat there. wU/ble to decide. the figs began to wrinkle
and go black. and. one by one, they plopped to the ground
at my feet. (P1ath, 1971. pp. 84-85)



••

1

6

Table of Contents

List of Tables 8

CHAPTER 1: REVIEW OF THE LITERATURE
Overview 9
Literature on Multipotentiality .10

Psychology of Giftedness .10
Psychology of Career Development. 20

Possible Moderator Variables 26
Psychology of Giftedness 27
Psychology of Career Development. 33 .

Conclusion 34
Research Questions 35

CHAPTER 2: METHOD
Procedure 37
Subjects 38
Instruments 39

1993/94·0ata Collection 39

1984 Data Collection 44

Analysis of Data 47

CHAPTER 3: RESULTS AND DISCUSSION
Evidence of Multipotentiality 48

VlIrious DefmitionslMeasures of Multipotentiality 54
COl'relates of Multipotentiality 59

Comparisons Between Groups Differing in Degree of Multipotentiality 66
Outcomes of Multipotentiality 77

Moderators of Multipotentiality and "Success" .........•.............. 80

CHAPTER 4: CONCLUSIONS
General Conclusions 85

Limitations of the Study ..............•.......................... 87
Implications for Future Research 88



••

1

7

References 90

Appendices

Appendix A: Further Self-Descriptions from Multip0ll;ntialed Youth

Appendix B: Instruments Utilized in the Present Study which are Either

Unpublished or Difficult to Obtain

Appendix C: Further Explanations of Certain Items in the 1993-94 Questionnaire

Packet

Appendix D: Coding Form

Appendix E: Additional Tables From Results Section



••

1

List ofTables

Table I. Characteristics of Multipotentialed Students 13
Table 2. Multipotentiality-Related Descriptors 49
Table 3. Leisure and Career IntereslS 50
Table 4. Strong Interest Inventory Scores From 1984 and 1993/94 53
Table 5. Comparison of 1984 and 1993/94 GOT and BIS Scale Scores

with the Norm Group 55

Table 6. Correlations Between Self-Rated MP and Other Potential
MellSures of MP 58

Table 7. Correlations Between Self-Rated MP and Other Variables 60
Table 8. Significant Partial Correlations Between Self-Rated MP

and Other V8Iiabies 65
Table 9. Analysis of Variance By Three Levels of self-Rated MP 67

Table 10. Contingency Table of Self-Rated MP By Having Had
1+Career Choice Concurrently 73

Table Il. Contingency Table of Self-Rated MP By Desire to Have

More OCcupations to Consider 73
Table 12. Contingency Table of Self-Raled MP By Sex ..........•............73
Table 13. Contingency Table of Self-Rated MP By Inferred Attitude

Towards School in 1984 74

Table 14. Contingency Table of self-Rated MP By 1984 Primary

Holland Classification ....•......................•............76
Table 15. Contingency Table of Self-Rated MP By 1993194

Primary Holland Classification 76

Table 16. Contingency Table of self-Ratel! MP By Holland

Classification of Present Career Goals 76
Table 17. Relative VI Scale Outeomes of the Present Sample By MP Level 78

Table 18. Contingency Table of VI Scale Scores By 1993/94 Holland Type •..•••. 79

Table 19. Highest Ranking Moderator Variables for High-Sc!)ring VI Group 81
Table 20. Significant Moderator Variable Differences By VI Scale

Score for the High MP Group ...................•••••......... 83

8



••

1

9

CHAPTER 1: REVIEW OF THE LlTERATURE

Overview

HistoricalIy, those individuals who were willing and able to do a little of

"everything"--make weapons, track animals, tan hides, construct shelters, engage in trade.

and so on--were more likely to survive. Being a generalist would have bcen selected for in

evolutionary tenns (Futuyma, 1986; Grant, 1986). But once population increases led to

competition for resources, and with the advent of agriculture when humans started living

together in societies. the division of labour bccame the bctter strategy for survival

(Durkheim. 1984).

This same trend is continued in today's society where most jobs calI for

specialization. No longer can one 00 the butcher. baker. and candlestick maker; instead

one is asked to choose a single career path. For sorne individua!s. the "multipctentialed,"

this choice involves rejecting many other "good" paths--rejecting. in fact, parts of

themselves (Willings, 1986). Multipotentialed individuals have a variety of interests and

abilities. which would appear to bc bcneficial, but can lead to much anguish when it cornes

to career decision-making (Kerr, 1991). The combination of "overchoice" (Pask·

McCartney & Salomone. 1988) and having "parts of the self ... never come 10 fruition"

(Tyler. 1958. p. 7) can make career choice extremely difficult

Most "gifted" individuals cou1d 00 classified as multipotentialed (Milgram. 1989).

Those who "can do anything" they choose may often fmd this more of a curse than a

blessing. And the very individuals one may expect to need little career guidance may. in

fact, bcnefit greatly from such interventions (Kerr, 1991). Without appropriate guidance.

the talents that these individuals often bring to society may 00 lost Thus it is necessary to

study those talented generalists--the multipotentialed--to see how oost to aid them in

career selection. But in order to do this. the concept of multipotentiality must fmt 00

understood.

The purpose of this review is 10 examine and link together two bodies of literature

--giftedness and career development--which speak, in slightly different dialects. of the

phenomenon of multipotentiality. It is necessary 10 c1arify what exactly is multipotentiality

and what are its effects. The most wide1y used definition of mu1tipotentiality cornes from

Fredrickson and Rothney (1972): The ability ta "select and develop any numOOr of

competencies 10 a high 1evel" (p. vü). In the giftedness field. multipotentiality is frequently

discussed-·over 100 times in the past 35 years. inevitably with reference ta the career

indecision it is reported to cause. In the fie!d of career psychology. the term
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"multipotentiality" is mentioned only briefly, however the concept of multipotentiality has

been described under the guise of "low differentiation" in Holland's (1985) theory of

vocational choice.
ln both fields, multipotentiality is basically viewed in a negative light, as hindering

successful career decision-making. The positive aspects of the Fredrickson and Rothney

(1972) definition are generally overlooked. Evidence for the problems associated with

multipotentiality, however, is conflictual and often anecdotal. As weil, the tenu
"multipotentiality" is used inconsistently to refer to multiple abilities, multiple interests, or

a combination of the two (Rysiew, Shore, & Carson, submitted). Thus it is not cIear

which aspects of multipotentiality may lead ta problematic career decision-making. This

author seeks ta sort through the literature and clarify what is actually known about

multipotentiality, as weil as what may moderate the effects of multipotentiality on

"successful" career decision-making.

Literature on Multipotentiality

Psychology of Gjftedness

While "it is doubtful that any one definition of giftedness will be written" (Delisle,

1992, p. 26), the many definitions that do exist (Davis & Rimm, 1989; Delisle, 1992;

Pendaruis, Howley, & Howley, 1990; Renzulli, 1978; U.S. Commissioner ofEducation,

1972) can help to illuminate the concept of giftedness. For example, the United States

Office of Education's revised definition of giftedness includes "children who give evidence

of high perfonuance capability in areas such as intellectual, creative, artistic, leadership

capacity, or specifie academic fields" (Education Consolidation and Improvement Act, PL

97-35, Section 582, 1981). In this example, as in other defmitions ofgiftedness, the

notion of multipotentiality, if it refers ta multiple abilities, is apparent Many use the tenu

"multipotentialed" in this way (Davis & Rimm; Herr, 1976; Isaacs, 1973; Jepsen, 197!1;

Marshall, 1981; WiIlings, 1986), thus by defmition the gifted can be considered

multipotentialed. With such usage, the new tenu "multipotentialed" has become equated

with the older tenu "gifted and talented" (Frederick, 1972; Fredrickson & Rothney, 1972).

Perhaps this explains why "outside of the literature on the career multipotentiality of the

gifted , .. Iittle notice has been taken regarding the role that being multipotentialed may

play in career indecision" (Pask-McCartney & Salomone, 1988, pp. 231-232).

The maiority, however, who refer to multipotentiality are referring ta both multiple

abilities and multiple interests (Berger, 1989; Colangelo, 1991; Delisle & Squires, 1989;

Kerr, 1991; Roper & Berry, 1986; Sanbom, 1974; Silvenuan, 1993). Nevertheless, these
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two facets are often referred 10 inconsistently (Rysiew et al.• submitted). Thus it has
become apparent that the term "multipotentiality" needs clarification in order 10 bettcr
understand the outcomes said to result from bcing multipotentialed.

Evidence for multipotentiality cornes from case studies of the gifted. longitudinal
studies of career patterns, and analyses of vocational interests (Kerr, 198Ia). Two
researchcrs from the early part of this century who stand out for their contr;butions to the
~!"dy of giftedness both added to the present understanding of multipotentiality.
Hollingworth (1976) found gifted children to be "capable of so many different kinds of
success that they may have difficulty in confming themselves to a reasonable number of
enterprises" (p. 93). Terman and Oden (1947) also found many gifted adolescents to have
a great breadth of interests and to fluctuate between career choices. Thus
multipotentiality may be a mixed blessing.

Researchers at the University of Wisconsin's Research and Guidance Laboratory
for Superior Students--including Fredrickson and Rothney (1972), whose defmition of
multipotentiality is the most widely cited--were involved in a research-through-service
program for three decades. They worked with thousands of gifted secondary students in
those years, accumulating much quantitative and qualitative data. Researchers found that
these gifted students had consistently high scores across different aptitude and
achievement tests and over lime:

Their scores typically exceed those of their age mates in virtually aIl areas covered
. . .. Only rarely is any performance so 10w as to suggest that the individual who
attained it would be unlikely to succeed in either education or career requiring
strong performance in the competency measured. (Sanborn, 1974, p. lOS)

Classwork showed this same pattern of high achievement These gifted students were a
"highly active group of young people ... involved in a wide variety of social, athletic,
community, and solitary activities regularly" (Sanborn, p. 109). Follow up studies showed
these patterns of achievement and extracurricular involvement to continue into and beyond
college (Rothney, 1972).

Essays these gifted students wrote about themselves and their futures also
contribute to the portrait of the multipotentialed person. Not only do such comments as
those found in Appendix A illustrate these students' variety of interests. high level of
performance, and desire to contribute to society, but they also show "considerable
evidence that multipotentiality presents problems in choice among the many avenues given
to brilliant persons" (Rothney, 1972, p. 87). For example:

"Multipotentiality seems Iike such a wonderful problem to have. However, it can
malee deciding what you want to focus on for a major portion of the rest of your
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life very difficult As a so-cailed 'gifted' studem, rdid extremely well in every
subject ... and didn't tJùnk much about what 1was really interested in ... 1aiso
played IWO musicai instrumé:lls and sang very well . . .. 1was aiso sociai1y adept
and had many leadership quaiities. Because of such a wide range of abilities and
interests, the idea of committing myself to a single area did not seem reasonable."
(pask-McCartney & Saiomone, 1988, p. 234)

The multipotentiaied have aptly been described as being "in danger of 'starving al the
occupationai smorgasbord because they can't decide which choices they want to make'"
(Sanbom, 1974, p. 147). Such an accurate portrayai of multipotentiality is only available
through case-study anaJysis (Rothney).

While a minority of students show a single area of ability and interest, "many
chi1dren who are c1assified as gifted and taiented show these quaiities of multipotentiality"
(Sanbom, 1974, p. 104). In light of such evidence--uniform1y high scores in classwork
and on aptitude and interest tests, high rates of participation in extraeurricular activities,

and frequent changes of college major and career plans, researchers at the University of
Wisconsin's Resea...·ch and Guidance Laboratory concluded that "the concept of
mu1tipotentiality i~ highiy tenable" (Rothney, 1972, p. 89). In fact, "the frequency with
which the laboratory personnel saw teens whose many interests and competencies make
career choice a difficu1t prob1em led them to coin a new term: multipotentiality" (Delisle,
1992, p. 41).

However, not ail gifted students are multipotentiaied. Herr (1976) wrote of IWO

categories of gifted students: the majority are mu1tipotentialed, but sorne are highly

taiented in a rather narrow range of activities. Mi1gram (1989) likewise suggested that the
majority of the gifted population, those who are considered "mildly" or "moderate1y"

gifted, are mu1tidimensional; whi1e those who are "profoundly" gifted, a small minority,

are unidimensional. The minority of gifted students who possess single talents have been
given the descriptive label "ear1y emergers" (Marshall, 1981). Kerr (1981a) has added

IWO other subtypes to the gifted population: the creatively gifted and the academically
talented. The multipotentialed and the early emerger subgroups are on a degree of

specialization continuum and the creatively gifted and academically talented subgroups are
on a conformity continuum (Roper & Berry, 1986).

The multipotentialed are known for their wide range of interests and aptitudes.

Characteristics of such multipotentialed students are found in Table 1. Interviews and

self-image questionnaires given to 60 gifted grade 12 students found that mCist

participated in a wide range of schoo1 and extracurricular activities, and have abilities

across most school disciplines (Leroux, 1986). 5uch multipotentialed individuais are
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Table 1

Characteristics ofMultipotentialed Srudenrs

Elementary School
1. Difficulty with making a choice when given an opportunity to choose a topic or project l'rom

among many options.
2. Multiple hobbies with on!y briefperiods ofenthusiasm.
3. Difficulty in finislùng up and following through on tasks, even those that are enjoyable.
4. Excellence performance in many or ail school subjects.

Junior High
1. Continued difficulty with decision-making.
2. Continued difficulty with follow through.
3. Continued excellence in many or ail school subjects.
4. Multiple social and recreational activities with no clear preferences.
5. "Scheduled up" week with few Cree periods.

SeniorHigh
1. Declsion-making problems generalize 10 academic and career decisions.
2. Overly packed class schedule with maximum number of courses.
3. Extraordittary diversity ofparticipation in schooI activities such as atlùetics, social club,

music, newspaper, plays, and departmental clubs.
4. Chosen and appointed as leader of a wide variety ofgroups ln schooI, rellgious activlties. and

community organizatlons.
5. High marks ln Most or ail courses taken.
6. "High flat" vocationallnterest test profiles. showlng Interests and slmllarities to an unusually

large numher of occupations.
7. Occaslonal signs of stress and exhaustion: absences, frequent or chronic lllnesses. perlods of

depression and anxiety, particularly during the busiest times.
8. De"y or vacillation about college planning and decislon-making.

College
1. Multiple academic majors.
2. Three or more changes ofcollege major.
3. Continued Intense participation ln extraeurrlcular activlties.
4. Continued outstandlng academic performance.
S. Concem and worry over cholce of career.
6. Hasty, arbItrary, or "golng along with the crowd" career cholce.

Adu1thood
1. Multiple jobs ln short perlod.
2. Excellent performance ln Most jobs.
3. General feeling of "lack of fit" ln Most jobs.
4. Feelings ofalIenatiOll, purposelessness. depresslon, and apathy desplte 111gb performance and

excellent evaluations.
S. Perlods ofunemployment and underemployment
6. Patterns of f<I1lIng be1llnd sarne-age peers ln career progress and sometimes ln social

devel ent marri e, famIl ,commun! Involvement.

Note. From Kerr, 1991, pp. 87-88.
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thought to have a "hard time focusing on academic and career goals [and] tend to spread
themselves too thin" (Roper & Berry, 1986, p. 52): "Their problems can be disguised as a
'world of opportunity'" (Roper & Berry, p. 52).

Not only do case and longitudinal studies give evidence of this phenomenon, so do
the interest inventories used in carcer education. More able than average students were
found, by French (1958), to have lhree or more scores over the 75th percentile on the
Kuder Preference Re::ord (Kudèr, 1949). But while the able students were found to have
significantiy more interests than their peers, they were not found to have a wider diversity
of interests. Gifted students were also found to score the sarne or higher than the
normative sample on all but one scale of the Strong Interest Inventory (Hansen &

Campbell, 1985): Gifted boys scored lower than the norm on the Adventure scale, which
is actually thought to be a measure of immaturity (Fox, 1978).

Unfortunately for those multipotentialed individuals who take interest inventories
seeking to discriminate between their many interests, the ceilings of the inventories may
not be adequate to al10w for such differentiation (Fredrickson, 1979). As weil, the high
flat prome gifted students often obtain on interest inventories--that which indicates many
strong interests--may be more a reflection of past opportunities than a prediction of future
endeavors (Fredrickson, 1979). Fredrickson (1979) further stated that "although it is
generally understood in carcer counseling that gifted students have the potential for
success and satisfaction in a stated number of occupations, research in this arca has been
sad1y 1acking" (p. 270). Unfortunate1y, this generallack of controlled research is common
in fields dealing with people and their functioning. Most of what is known about
multipotentiality and its effects is nonexperimental in nature, and hence many questions are
left unanswcred. Nevertheless, SOrne facts and theories are better than none, and a start
has been made to try to understand mu1tipotentiality.

While the majority of the gifted population can apparenlly be described as
multipotentialed, multipotentiality does not appear to cause difficu1ty for ail invo1ved.
On1y those "who see no way to combine or reconcile diverse abilities and interests" (Kerr,
1981a, p. 7) seem to suffer from the "curse" that may accompany mu1tipotentiality.
Indecision, inconsistency, and delay in college and career planning may Ile signais that
multipotentiality is causing difficu1ties (Kerr, 1981a, p. 25). For those thus afflicted, the
agony of indecision can be very burdensome. Simply put, "there are very few jobs which
can provide an oullet Cor the who1e range oC such a person's talents" (Willings, 1986, p.
98).
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The sentiment expressed in Delis1e and Squire's (1989) definition of

multipotentiality--"the interest and ability to succeed in so many vocational areas that
choosing one career path becomes problematic" (p. 98)--has been voiced by many
researchers (forexarnple, Isaacs. 1973; Milgrarn. 1991; Milne, 1979; Rodenstein, Pfleger,
& Colangelo, 1977; Sanbom, 1974). In two sarnples of National Merit Finalists, boys
who scored high in career indecision reported having more competencies, higher
extracurricular achievement, more experiences, and resource-richer homes than boys who
were decided about their Clln'.ers (Holland & Nichols, 1964). It seems that these boys had
high levels of ability, interest, motivation, and opportunity, and as a result were finding it
difficult to decide upon a career.

Fredrickson (1979) wrote of the "exceedingly large number of occupations to
consider ... [which leads to] frustration, apathy, and procrastination" (p. 267), as weIl as
"anxiety-producing arnbiguity" (HoIlinger, 1991, p. 135). Perrone & Van Den Heuvel
(1981) concurred that "discriminating arnong a host of careers becomes a formidable tasIt,

often so formidable that it May be avoided" (p. 303). Uncertainty about college major was
found to increase with ~,cademic abiIity, from sludents in the 80th percentile to those in the
95th and 99th percentil,·.s. More female than male students experienced uncertainty at the
99th, as well as at the 95th, percentiles (Kerr & Colangelo, 1988). When "confronted
with an abundance of options, gifted students May vacillate and dabble, fearing to commit
themselves to one career" (Kerr, 1985, p. 17'- for by "focusing on one talent area ... [one
is] rejecting other areas" (Willings, 1986, p. 95).

This indecision may continue from high school into college and adulthood with "a
floating around from one job to another" (Isaacs, 1973, p. 57), the gifted seeming to
possess a "stronger need to change jobs" (Herr, 1976, p. 101). Kerr (1981a) described

multipotentialed students who,
may vacillate between career choices, delaying career decisions until fmancial need
and the end of a nonfocused education drive !hem to take a job by default. As an
adult, the multipotientia\ gifted individual May flounder through a series ofjobs,
finding success but liule satisfaction in any. (p. 5)

In summarizing the research on career patterns of the gifted, evidence ofsuch delay and
unpredictability was found (Jepsen. 1981). Il seems that such individuals are "more
variable than consistent in their vocational choices" (Fredriclcson. 1972, p. 72).
Individuals who suCfer this chronic indecision "pay the priee." In a lo-year follow-up
study, those individuais who had maintained a stable career choice silICe high school
graduation were more satisfied and held higher status jobs. The individuals whose career
choice had been unstable were characterized as less able to plan. and hence had lost
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valuable time which resuited in lower satisfaction and status (Martins & Pulvino. 1975).
Torrance (1971) wrote that highly intelligent and creative individuals may find themselves
discriminated against because they arc apt to change jobs "too often."

The carcer choice of such individuals may be "vulnerable 10 chance happenings"
(Fredrickson. 1sn, p. 59): "A multipotential individual may select a vocational choice

almost at random and then set out 10 acquire the qualifications and characteristics that will
make him [or her) successful in that carcer" (Fredrickson, 1972, p. 72). Silverman (1993)

wrote of "sorne gifted children who arbitrarily select carcers at a very young age simply to
avoid dealing with the overwhelming multitude ofcarcer options available to them.
Having too many choices can be threatening" (p. 220). Anxiety about carcer decisions
was found 10 be greater in gifted than in nongifted students (Karnes & Oehler-Stinnett,
1986). The t~ted "experience the same concerns about future decision as do their age
peers, yet these concerns may be exacerbated by thé variety of choices their multipotential
permits" (Delisle & Squires, 1989, p. 102).

As weil, for the gifted, "aptitude is an insufficient criterion for selecting a carcer"
(Silverman, 1993, p. 215)--interests, motivations, 'and personality play a large IOle in
carcer development (Passow, Goldberg, Tannenbaum, & French, 1955). Ironically, part

of "the problem gifted students have is that they can be successful in so many arcas"
(Rodenstein et al., 1977, p. 341). There is Iittle need for the gifted to "temper their
dreams with the reality of their limitations" (Silverman, p. 221); instead they are
"hampered by the heavy burden known as 'you can be anything you want to be'" (Bireley

& Genshaft, 1991, p. 13). As well as getting to the core of the problem (Kerr, 1981a) and
causing considerable frustration (Perrone & Van Den Heuvel, 1981), this oft-repeated

phrase "somewhat negates and denies what and who they already are, placing them on a
treadmill ofcontinually becoming something beyond their immediate selves" (Perrone,

Karshner, & Male, 1979, p. 14).

Such an "anything is possible" attitude can hinder the ability of the individual to

acknowledge any weaknesses or limitations (Perrone et al., 1979). Thus one possible aid
10 discrimination between carcer choices is lost Il is also difficuit for those who reeeive
an abundance of positive reinforcement "10 son out what they value from what others
value for them" (perrone et al., p. 12), thus muitipotentiality was aptly called an

"embarrassment of riches" (Gowan, 1960, p. 275). "Many of these adolescents wonder

how they will be able 10 make college and career plans when, on the surface, the,)' like
everything and are good at everything" (Berger, 1989, p. 21): They love learning and

want 10 try everything (Ehrlich, 1982). For example, expected participation in
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extracurricular activities was found to increase (although no correlations were reported)
with level of academic ability in a large-scale (N =76,951) study of high school juniors
and seniors (Kerr & Colangelo, 1988). For many high-ability individuals, vocational
selection is an "existential <Iilemma" (Silverman, 1993) which often goes hand-in-hand
with an identity crisis (Herr, 1976; Perrone & Van Den Heuvel. 1981). Multipotentiality
can certainly be viewed as "a problem disguised as a world ofopponunity" (Delisle. 1982.

p. 9). But then:: is more to Ibis problem of painful indecision than just multiple interests
and aptitudes--other factors contribute to this phenomenon.

The gifted put great emphasis upon choosing a career. They are weil aware that
vocational choice is one of the most important decisions that will be made in one's lifetime:

To most of them, the selection of an occupation is seen as a highly significant acL
They do not seek merely an occupation in which they could do weil and in which
they would be "interested." They look for a career which is to be their principle
means of self-expression. whereby they may implement a philosophy of life.
(Sanborn, 1974. p. ll5)

But. "the Fust and most often noted problem is that a single career or line of work may not
draw upon all of their interests and abilities nor provide sufficient fulfillment of all their
needs to achieve or create" (Shore, Cornell, Robinson. & Ward. 1991, p. 241). No longer
is work the central aspect ofone's life (Carroll. Paine. & Miner. 1973). Similarly. no
longer is the purpose of a career simply to eam a living: The significance of working bard
to be a good provider has decreased y, hile that of linding a career that is fulfùling and lits
into one's desired lifestyle has increased (Yankelovich. 1981).

BeRnis (1970) wrote of the dynarnic conflict between the traditional Western
values of achievement. self-control. independence. endurance of stress. and full
employment and the emerging values ofself-actualization. self-expression.
interdependence. capacity for joy. and full lives. It is often the gifted who are striving for
the emerging values. They are the ones who "regard their work as a major means of self­
expression. Thus. for the gifted. occupational choice becomes a choice of life-style"
(Rodenstein et al. 1977. p. 342). Career choice for the gifted is highly value-driven:
"They engage in a search for meaning rather than the search for a job" (Kerr & Claibom.
1991. p. 76). These multipotentialed individuals "fmd all aspects oflife fascinating. and
don't want to miss any of it" (Silverrnan. 1993. p. 220). They want to "remain
intellectuallyactive" (Delisle & Squires. 1989. p. 102) and continue learning. Theyalso
want to contribute to society (Jepsen. 1979).

What responsibility they place upon themselves. their fate seeming to hang on a
single decision. And as "any door to their future is closed by choice•... what if they
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make the wrong choice?" (Silvennan, 1993, p. 221). Many multipotentialed gifted

individuals suffer from perfectionism: The "perfeet" career for them exists and they must

find it and succeed at it (perrone et al., 1979). These individuals have a "fear of being less
than their ideal or not living up to their potential" (Silvennan, p. 221). It is very s!ressful

and very difficult to "measure-up," thus sorne remain lifelong students. They are

comfortable in the role and recognition is easily obtainable (perrone et al.): There they are

"aImost guaranteed 'success'" (Sanbom, 1974, p. 147).
Sorne multipotentialed students likewise choose "safe" academic majors (Kerr,

1991). Sorne make deeisions based on pragmatism, eaming potentiaI, or confonnity with
peers (Astin, Green, & Kom, 1987). Others give in to expectations of parents, teachers,

or society in general: Pressure to achieve al high levels or sex-role expectations restricl

the range of available career options (Sanbom, 1974). With such expectations, "the multi­

talented sludenl is constantly being pulled in differenl directions" (Marshall. 1981. p. 306).

In such cases, career choice is nol "a malter of commitmenl bul one of defaull" (Herr &

Watanabe, 1979, p. 255).

Such high expectations, from the multipotentialed individual as weIl as from

others, can lead to related problems. Early commitmenl, a long training period. and a

heavy investmenl are needed for many chosen careers (Sanbom, 1974). Economic

independence, as weU as starting a family, may be delayed until formaI education is

completed (Colangelo, 1991). During the lime il takes for entry into a given occupation,

the person and the occupation may each have changed (Perr;)ne el al•• 1979); bul "once a

few years aIong the career traek. it becomes difficull to see the possibility of change"

(Sanbom, p. 123). Unfortunately the multipotentiaIed are "without appropriate norm

comparisons and have few readily accessible models" (Iepsen. 1979, p. 280) to help guide

their career paths.
AIl of the above-mentioned career decision-making problems have been classified'

inlo three areas by Kerr (198 lb): making a single career choice despite multipotentiality,

reconciling persona! career goals and societal expectations, and making long-range career

plans before having the neeessary emotionaI maturity. Kerr (1981a) further stated thal

multipotentiality is the mosl commonly observed of these career deeision-malàng

problems. This supposition has been challengedby Emmell and Minor (1993). however,

whose study was "designed to identify the factors considered in career decision-making by

loday's gifted youth. as weIl as to investigate. from their perspective. the sources of

greatest difficulty in their career decision-malàng" (p. 351). The researchers were

concemed thal "the mosl recenl reports of the career problems of gifted youth ... [are]
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based on research done 10.20.30, and even 60 years ago" (p. 351).
Emmett and Minor (1993) did a cross-secûonal study of three cohons of gifted

adolescents. Each cohon consisted of 10 slUdents who were thought to be at criûcal
decision-making points in their career development. One group had just gradllated from
high school and selected a college, another group had already completed two years of

college and just selected their majors. and the last group had just completed college and
either selected a graduate school or job. The 30 subjects were interviewed and quesûoned
about what career decisions they had made. what factors had influenced their decisions,
what difficulûes had occurred, and how these difficulties had been resolved. The

researchers identified 20 factors as being imponant to career decision-malcing. These
factors clustered into five groups: Sensitivity to Other's Expectations. Perfectionism.
MultipotentiaIity, Superior Intelligence, and Developmental Issues (listed in descending
order of imponance).

The Expectations cluster included issues of expectations. relationship pressures,
respûnsibility. desire to help. being aboye-average, and prestige. The Perfectionism

cluster included issues of future concerns, bei..g above-average,lack of ability.
meaningfulness, accomplishment, and being true to self. The Multipotentiality cluster
consisted of the issue of future considerations. The Intelligence cluster included issues of
challenge, variety, and learning. The Development cluster included isstlls of accessibility,
autonomy, and being true to self. Many of the problems associated with being gifted and

career indecision were thus substantiated in this study.
Contrary to what is repeated in the giftedness literature--that multipotentiality is a

common problem amongst gifted individuais malcing career choices--only approximately
10% of the career decisions made by the subjects involved a direct concem about

multipotentiaIity: "desire to keep options open because of their interest in more than one

area" (Emmen·& Minor, 1993, p. 360). Likewise, except for the cohon group which had
just selected the college major, few difficulties with muitipotentiality were expressed.

several explanations are possible as 10 why multipotentiality was nol found to be the
dominanl explanation ofcareer indecision. Ftrst, the sample came from a single school's
gifted program and hence was nol representative of gifted students in general··perhaps

that school's program helped to alleviate any ill-effects of multipotentia\ity. As weil, mosl
of the subjects were still students and had nol yel made thal "fmal leap" into a career,

more fmnly commining themselves to a single option. second, multipotentiality--as il is

currently defmed--is not the problem researchers have for years made it oui to 00.

Perhaps case studies of multipotentiality exaggerate both the degree and frequency of
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problems associated with multipotentiality.

Surely not ail multipotentialed persons suffer from painful career indecision. Why
not? Summaries of interviews with 20 of the top research neurologists in the United
States describe how these multipotentialed individuals kept their options open and were
able to combine their düferent interests in careers that pcovide for cC'nstant leaming and
satisfaction (Sosniak, 1985). How were these individuals able to exploit their talents when
others cannot? An answer to this question cuuld aIleviate a great deal of existential
struggling and would provide society with more well-functioning, contributing members of
the highest calibre. Further research in this area is much needed to better understand the
problem and its solution, for in general the "career development of the gifted has not been
the subject of extensive empirical inquhy" (Kelly & Cobb, 1991, p. 202).
Psvcho]Q&Y of Career Deve]Qpment

Reference to multipotentiality in the genera! career psychology literature is seant
Kitson (1925) wrote of numerous unrp,Iated interests "victimizing" sorne who sought to
make vocational selections. In an early book on interest measurement, Fryer (1931)

described a case study: "a man with extremely varied interests . . .• This man could have
entered, it would seem, any one of severa! occupations, and achieved a satisfactory

occupationallife" (pp. 5-8). What Fryer described is an example of mullipotentiality. This
concept was more formally introduced by Super (1953) who wrote that "each persan has
the potential for success and satisfaction in a number of occupations" (p. 187). Yet this

idea of career multipotentiality has not been exploited. In facto it rues in the face of

tradition, where vocational choice has been perceived as "a malter of identification of
single talents, a narrowing-down process" (Fredrickson, 1972, p. 64).

Instead of being seen as beneficial, multipotentiality has been viewed in the
opposite way. especially with regard to decision-making. erites (1969) was one of the

fll'St to define and speak of the negative side of multipotentiality--that of career indecision:

"The multipotential individual has two or more choices ... on the appropriate aptitude
level .... His [or ber] problem is that he [or she] cannot decide among the alternatives"

(p. 298). For. "although it is exciting to know that one has severa! opportunities. it may
also be anxiety-provoking and confusing to be confronted with such 'overchoice'" (pask­

McCartney &: Salomone, 1988. p. 234). Positive-choice conflict, one of the four factors
that emerged from the factor analysis of a career indecision seale, was seen "to represent
ail 'approach-approach' problem where the student bas difficulty deciding from among a

number ofattractive alternatives" (Osipow. Carney, & Barak, 1976, pp. 239-240).

Decision-making is much more complex ~ one tries to choose from among severa! "good"
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choices. This painful task can 00 seen as so insurmountable that it is put off, and chronic
career indecision can result

Within the career-psychology field, one theorist--John Holland--has written

extensively about interests and career choice. Holland's (1985) theory of vocational

choice is based upon the matching of personal with environmental interests. Holland

discussed the implications of having too many diverse interests, and hence indirecUy

referred to multipotentiality. He did not, however, address the more global issues thought

to accompany multipotentiality. Nevertheless, since vocational interest inventnry profiles
are thought to 00 good indicators of Il'ultipotentiality (Pask-McCartney & Salomone,

1988), Holland's theory is relevant

Since 1959, HoUand has provided eight accounts of his theory of vocational

choice. Holland (1985) bases bis theory on four key assumptions: (a) people can 00

categorized according to six vocational personality types--Realistic (R), Investigative (1),

Artistic (A), Social (S), Enterprising (E), or Conventional (C); (b) there exist six

corresponding environments, defmed by the people who inhabit them; (c) people search

for like environments in which they can oost express their personality; and (d) Qne's

vocational OOhaviour is largely determined by the interaction OOtween one's personality

type and one's environment. Hence one's personality type is predictive of the type of

environment one will seek out and the process this search will Lake. These personality and

environmental patterns are descriOOd in profiles which rank the six types in order of

importance.

The fact that "each of the six personality styles may exist within an individual

acknowledges the multipotential or adaptive nature of the person seeking to malte a

vocational choice" (Fredrickson, 1972, p. 63). As well, sorne types may be more prone to

have multiple interests !han other types. Holland (1985) postulated that creativity is

associated, in descending degree of importance, with the following types: A, I, S, E, R, C.

This same pattern was fOlJrld to exist in relation to Openness to Experience Scale scores

on Costa and McCrae'3 (1985) NEO Personality Inventory (Costa, McCrae, & HoUand,

1984; HoUand. Johnston, Hughey, & Asama, 1991). Holland et al. (1991) proposed that

this explains unpublished data coUected at the Institute of Personality Assessment and

Research in 1953: Persons typed A or I were fOll:ld to have a wide range of interests,

while persons typed R or C were found to have a nl1lTOW range of interests. On the other

hand though, Campbell (1971) found creative types (A and nto unexpectedly score at the

low end of the Diversity of Interests Scale--a scale found on earlier versions of the Strong

Interest Inventory (Hansen & Campbell, 1985). Whether or not certain types are more
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multipotentialed than other types is unclear. Other factors must be ?\ play.
Holland (1985) supplemented his theory with live secondary assumptions. The

calculus assumption states that the six personality or environmental typt's can be ordered
in a hexagonal arrangement according to the degree of theoretical relation between them:
R-I-A-S-E-C. where C is also adjacent to R. The congruence assumption contends that
the more closely one's personality type matches that of the environment, the more
favourable will be the outcomes. For example, personal and vocational stability, academic
and vocational achievement, and personal and vocational satisfaction will aIl increase. The
düferentiation assumption asserts that the more closely a person or environrnent resembles
a single type. the more predictable will be the previously mentioned favourable outcomes.
The consistency assumption is similar in that it asserts !hat the higher the degree of
relatedness within a given profile, the more predictable the favourable outcomes. The
identity assumption adds !hat clearer and more stable identity again leads to higher
probability of favourable outcomes.

The last three assumptions--düferentiation, consistency, and identity--are three

ways of "delining the clarity, focus, or defmition ofa person ~r environrnent They are
positively correlated and inteUectuaIly sirnilar" (HoUand, 1985, p. 51). Differentiation and
consistency are indirect measures, calculated from interest inventory promes, while
identity is a direct measure, typically measured through a self-report questionnaire
(Holland). People with clear identities "are expected to be 'good' decision makers because
of the implications of differentiation and consistency: integration of preferred activities,

competencies, occupational preferences and self-estimates" (Holland & Gottfredson,

1976, p. 21). They know what vocation they would like, and hence are able to fmd il. On

the other hand, the "poorly-rlefmed type is expected to move between dissirnilar jobs
because helshe has incorporated diffuse peoonal characteristics, or because no clear

patterning of characteristics has developed" (Holland & Gottfredson, p. 21). A sœdy of
1697 high school and college studenL~ gives support to these propositions: Holland and
HoUand (i977) found the largest düference between the vocationaIly decided and

undecided was in degree of identity.
Evidence for the predictive validity ofdifferentiation, consistency. and identity is

"checkered" (Holland, 1985). Unfortunately. many studies utilized small sarnple sizes or
poor designs. Holland recommended!hat certain moderator variables be controlled.

Level of education, which is strongly related to prestige, intelligence. and sœial ciass can
skew results, as can age and gender. Nevertheless, some well-designed studies have found

evidence that the concepts of differentiation, consistency. and identity are valid.
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Asimilarity exists between the concepts of differentiation. consistency. and identity

and that of multipotentiality. The undifferentiated. inconsistent person who lacks identily,
seems to describe the multipotentialed individual. At least the parallel exists for the gifted

(whose ability can be assumed) when one's Holland prolïle is elevated. indicating a variely

of strong interests. Swanson and Hansen (1986) distinguished between two types of Ilat

profiles--high-score undifferentiated (HSU) and low-score undifferentiated (LSU). Whilc

the LSU group has weak interests. the HSU group has a variety of strong interests. The

HSU group was also found to have a higher grade point average (GPA) and Academie

Comfort score on the Strong Interest Inventory (Hansen & Campbell. 1985) than the LSU
group, indicating ability, as weil as broad interests. It appears that a good way to identify

multipotentialed individuals is to look for thase with HSU interest inventory profiles.

Thus the same interest inventories which are used to implement Holland's theory could

arguably be used to operationalize multipotentiality.

One such popular inventory is the Strong Interest Inventory (Hansen & Campbell,

1985). The accompanying users' guide, compiled by Hansen (1992), speaks of flat,

elevated promes being due either to a failure of the testee to respond in the negative to

items on the inventory, or to one having a large diversity of interests. Such "elevated

promes may reflect the multipotentiality of clients" (Hansen, p. 56). This flat, elevated

prome would be interpreted, according to Holland's (1985) theory, as that belonging to an

undifferentiated, inconsistent individual who lacked identity. The study of

multipotentiality, via Holland's theory, does not however require the utilization of ail

three identity concepts. As Hol1and rates differentiation as more important than

consistency or identity, at least at t1ùs time, and as differentiation is "concemed more with

the range of scores in the whole prome" (Holland, p. 26), it seems that the concept of

differentiation is best suited to the task of identifying and studying multipotentialed

individuals.
Differentiation increases with age and experience. Through exposure to activities,

interests and competencies develop, and one cornes to better know oneself (Holland,

1985). The differentiated resemble a single type--they have a very well-defmed, peaked

profile. The undifferentiated person "resembles each type to the same degree" (Holland,

p. 26). The prome is flat, and educationa1 and vocational actions are not easily predicted.

Holland obtains a measure of differentiation from interest inventories by subtracting the

lowest type score from the highest type score (XI-X6). The higher the value obtained

from this differentiation index, the higher is one's degree of differentiation. Evidence that

differentiation, or rather the lack thereof, can negatively impact career decision-making
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cornes from fmdings that more clients seeking vocational aid are undifferentiated than are
members of a comparable reference group (Wigington, 1983).

Other evidence that exists regarding the effects of differentiation has to do with
educational and vocational decision-making ability, satisfaction, stability, and
achievement--those things which Holland (1985) postulated differentiation levels to help
predict. As was already mentioned, such evidence is checkered (Holland). One large­
scale study (N = 1837) found differentiation level to be predictive of vocational decision­
making (Holland, Gottfredson, & Nafziger, 1975). Investigative types were also found to
be the best decision-makers while Conventional types were the worst. No such
relationship between differentiation and decision-making was found in other studies
however (Alvi, Khan, & K.irkwood, 1990; Erwin, 1987; Lowe, 1981; Slaney, 1980).
Lilcewise, no relationship was found between differentiation and career maturity (Guthrie
& Herman, 1982). In fact, these researchers found the highest vocational maturity scores
for the congruent, undüferentiated group.

Düferentiation was found to predict job satisfaction in teachers (Wiggins, Lederer,
Salkowe, & Rye, 1983) and school counsellors (Wiggins, 1984). It was not found to be
predictive of job satisfaction for college students (Nafziger, Holland, & Gottfredson,
1975), nurses (Heydman, 1987), or bank tellers (Gottfredson & Holland, 1990). Perhaps
differentiation is beneficial for sorne types, but not for others. Perhaps düferentiation only
becomes a determinant of job satisfaction whlln one is in a job congruent with one's
personality type. Swaney and Prediger (1985) found düferentiation 10 predictjob
satisfaction in congruent young workers. Peiser and Meir (1978) likewise found
düferentiation and congruence 10 predict satisfaction for grade 12 males, but not for
females. Conttadictory evidence was found, however, by Hener and Meir (1981): While
düferentiation alone predicted job satisfaction for nurses, differentiation and congruence
together did not. Carson and Mowsesian (1993) found that neither düferentiation alone
nor differentiation and congruence together predicted the job satisfaction of employed
adults.

A large-scale study (N =890) conducted by Taylor, Kelso, Longthorp, and
Pattison (1980) found düferentiation to predict stability of vocational choice in college
males, but not in females. No relationship at all was found by other researchers
(Heydman, 1987; Peiser & Meir, 1978; Rose & Elton, 1982; Villwock, Schnitzen, &

Carboni, 1976).

Evidence for the ability of differentiation to predict achievement is also

inconclusive. Differentiation was found to predict achievement on English and Social



••

1

25
Studies aptitude tests (Erwin, 1987) but not in nursing school (Heydman, 1987). O'Neil

(1977) found differentiation to predict Scholastic Achievement Test (SAT) scores, but not

GPAs. Reuterfors, Schneider, and Overton (1979) found differentiation to predict GPA in

males, but not females. While differentiation alone was not predictive of graduate school
achievement, it became so in combination with congruence (Frantz & Walsh, 1972).

Schwartz (1991) postulated that a confounding variable--Achievement-Orientation

of Personality Type (AOPT)--nullifies the results and conclusions of many such studies.

Schwartz wrote that sorne types are more achievement-oriented than are other types, and

he cites research which provides support for this hypothesis. Holland (1985) concurred

that different personality types seek different levels of educational achievement--I, S, A, C,

E, R--and vocational achievement--E, S, A, l, C, R (both given in descending order of

importance). In the previously cited studies on differentiation and achievement, it may

actually be AOPT which predicted achievement outeomes rather than differentiation.

Similar controversy has also occurred with regard to the index used to measure
differentiation. Hener and Meir (1981) wrote that the traditional index proposed by

Holland (1985), X1-X6, does not take all facets of differentiation into account as it only

utilizes the highest and lowest type scores. They called for a more accurate defmition and

measure of differentiation. Holland's index has been compared ta four other

differentiation indices, each of which talces different type scores into account (Alvi et al.,

1990). Two of the indices were developed by Iachan (1984a): 1/2[Xl-(X2-X4)/2) and

113[X1-(X3-X5)/2); one by Spokane and Walsh (1978): X1-X3; and one by Frantz and

Walsh (1972): X1-X2. While all five indices were related, the two Iachan (1984a) indices

and the one deve10ped by Spokane and Walsh were the most highly correlated. Alvi et al.

recommended the use of the more complex Iachan indices since they take more of the type

scores into consideration. Little research has yet been done with these new differentiation
indices, however. Perhaps, "there may be no one correct way ta compute differentiation.

Conceivably, each of the various indices assesses a different facet of differentiation"

(Monahan, 1987, p. 225),

Holland's (1985) concept ofdifferentiation has ta do with how close1y one

resembles a single type without having competing influences from the other types. Thus a

differentiated persan would strong1y resemble one type and only wealdy resemble the

other five types; the undifferentiated person would resemble severa! different types fairly

equally. This concept needs to be operationalized: However differentialion is measured

should reflect Holland's conception of differentiation. While Holland conceptualized

differentiation quite clear1y, he does not seem ta have operationalized it V&ry weil. A
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better way of measuring differentiation is needed.

The concept of diversity seems tll be very c!osely related to that of differentiation.
Diversity can refer to a large number of interests or to interests which, while not
necessarily numerous, are unrelated (Gaeddert & Hansen, 1993). Thus the differentiated
individual wouId be characterized by low diversity of interests anà the undifferentiated
individual would be characterized by high diversity of interests. This provides an
additional means of caicuIating differentiation. As weil, if one can assume the ability
implied by multipotentiality, one can also measure muItipotentiality through the concept of
diversity of interests.

Such a measure was developed and found, when compared to six other measures
of diversity, to be the best predictor of diversity of in!erests next to self-rating (Gaeddert
& Hansen, 1993). This measure of diversity takes into account intensity of interests by
comparing scores on the General Occupational Theme (GOn scale of the Strong Interest
Inventory (Hansen & Campbell, 1985). Prome comments which descri1Je GOT scores rate
intereslS as very high, high, moderately high, average, moderately 10", iow, and very low.

By definition, high diversity individuals have 4-6 GOT scores in the moderately high to
very high range and low divcrsity individuals have only 1of 6 GOT scores in t1ùs range
(Gaeddert & Hansen). This measure ofdiversity would appear to be a valid measure of
differentiation, as weil as of multipotentiality.

Further research can put t1ùs new measure to the test It can also seck to clarify
the effects of differentiation. Is the lack of positive evidence for Holland's (1985)

predictions due to problems with the measure or with the concept itselfl Perhaps values
and needs, which Holland neglects in his theory, play a rather large role in career decision­

making and need to be taken into account Perhaps the checkered results (Holland) are an

indication that multipotentiality (as measured by differentiation) bas diffcrent effects on

different individuals. Case studies could help to isolate what variables may be acting as
moderators and affecting the multipotentialed individual's career decision-making. No
doubt many such variables interact in this complex issue.

Possible Moderator Variables

The two bodies of literature under consideration have been exarnined for what
light they can shed on the phenomenon of multipotentiality. Both of these fields suggest

possible moderator variables which could influence the effects of multipotentiality on

career decision-making. Suggestions to help overcome the problems related to

multipotentiality are given. Unfortunately mOre theorizing than actual research has been
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done to date, but at least future research has been giver its starting point.

Psycho!0l:Y of Gjftedness

The myth that the future of gifted individuals is assured and that they do not need
any sort of career guidance has largely been put to rest (Berger, 1989).

The over~1l need of the güted ... for career education is strongly endorsed, as weil
as the need for some differentiation of that component . . .. The most important
element distinguishing güted children are their multiple interests (which make
decisions harder) and their competence (which opens additional and rare work
opportunities). (Shore et al., 1991, p. 133)

Multipotentiality is now recognized as a "real" problem. Yet while many practitioners and

theorists consider career education for the gifted to be a top priority, they a1so feel that
this need is not being satisfactorily met (Milgrarn, 1991): "Too often, multipotential

students make misinformed, misguided, or just plain wrong career choices" (Kerr, 1991, p.

86); "Potentiality frequently lies fallow" (Herr, 1976, p. 99).

As with other students, "career guidance lis needed] early in Iife to help them

recognize their capabilities, c1arify their interests, and expose them to the range of

possibilities that await them" (Silverman, 1993, p. 215). But this guidance must be

specially tailored for the güted--or more specifically, in this case, for the multipotentialed.

Prevention can be useful: Discuss "the internal and external clashes !hat exist when

attempting to select one career when many are possible" (Delisle, 1982, p. Il) and

"recognize multipotentiality as the mixed blessing!hat it can sometimes be" (Delisle, 1982,

p.9).
A career counseling process which SUppolts the notion of multipotentiality will be
better able to help gifted students learn to expect change in their careers and
anticipate the need to develop other abilities. In this way individuals will be able to
control their own career plan and direction. (Fredrickson, 1979, p. 270)

If those involved are "infonned of the possibility of late blooming and helpeû to

understand that career decisions are not irreversible, sorne of the struggle around career

choices can be lessened" (Silvennan, p. 223).

Career education and guidance should begin as early as elementary school (for

suggested age-related interventions, see Kerr, 1991, pp. 92-93). It can then continue as

"an on-going process which is intluenced by significant others within the family, school,

work setting, and community" (Delisle & Squires, 1989, p. 100). The goal should not be

early career choice (Kerr, 1991), but rather identification of a general field of interest

(Terman & Oden, 1954). Yel, as somewhat of a contradiction, it is necessary that

"conscientious attempts be made to encourage gifted and talented persons to make

occupational decisions" (Sanborn, 1974, p. 147). Continued growth in career education is
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desired, rather than procrastination or stagnation (Kerr, 1991). As an aid, "to the extent
that gifted youth can be helped to view career decision-making as an ongoing process
rather than a one-time choice ... they may more easily he able to make career decisions at
any given point in lime" (Emmett & Minor, 1993, p. 363).

Career decisions are based on knowledge of oneself and knowledge of careers. In
the career-guidance field, the traditional sources of self-knowledge utilized are interests
and abilities. Unfortunately for the multipotentialed, interests and abilities are numerous
and "the majority of int.erest and aptitude t.ests ... lack the sensitivity needed to
discriminat.e among very strong int.erests and very high abilities" (Kerr, 1981b, p. 319).
One multipot.entialed girl described the results of a comput.er-based self-assessml"nt: "1
got a comput.er printout, which was supposed to select the ideal job. It said 'Cut off after
80, 127 remaining.' 1was supposed to select four" (Freeman, 1991, p. 146). Abilities and
int.erests often do not help to narrow the career options of the gift.ed.

Attention to int.erests and abilities alone is oft.en not sufficient grounds upon which
the multipot.entialed can base career choice. Further self-exploration is required. Personal
values are very important to vocational selection: "Personal and humanitarian relevancy
are oft.en the key value considerations evidenced in the career development processes of
talent.ed students" (Perrone & Van Den Heuvel, 1981, p. 301). Int.erviews and self-image
questionnaires given to 60 gift.ed grade 12 students found that they sought lifelong careers
that allowed for creativity and self-expression (Leroux, 1986). Thus the gift.ed must
"consider a life style which will permit them to continue raising personally meaningful
questions throughout their lives" (perrone & Van Den Heuvel, p. 302); "in order for them
to he happy with their work, they must he constantly slimulat.ed, challenged, and leaming"
(Silverman, 1993, p. 223). The gift.ed oft.en feel the need to contribut.e to society as well
(Jepsen, 1979).

For such reasons, "gifted students need opportunities to think in t.erms of what it
means for a multipot.entialed individual to have a job . . .. A multitude of int.erests and
skills could he the cause of boredom or forms of job dissatisfaction" (Rodenst.ein et al.,
1977, p. 344), 'The multipot.entialed must "consider vocations that have pot.ential for
ext.ensive growth • • •• the kinds of careers that will he sufficiently open-ended to permit
students to he continually challenged and to grow" (Davis & Rimm, 1989, p. 138). Long­
t.erm goal setting is required (Kerr, 1991) and one's desired lifestyle must he considered:
For example, "choosing a lifestyle which can provide meaning and direction in their lives"
(phelps, 1991, p. 141). In order to do this, the multipot.entialed individual needs to "leam
self-assessment skills and exploration skills" (Kerr, 1981a, p. 7). The multipot.entialed
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must not "feel compelled to stay within the channel marked for them by society's
expectations" (Simpson & Kaufmann, 1981, p. 44).

Due to multipotentiality, "many academically talented college studenL~ have a
scattered, diffuse identity" (Kerr & Erb, 1991, p. 309). Chickering (1969) wrote that the
central developmental task of college-age students is to establish their identity, but this can
be difficult when one is as complex in nature as are the multipotentialed. Such difficulty is
then compounded when one's development of purpose (Chickering) becomes waylaid:
"only when a strong sense of identity has been forrned can these gifted women [and men)
choose and act on career aspirations commensurate with their abilities, interests, values,
and needs" (Phelps, 1991, p. 141). As pointed out, "theorists throughout the history of
gifted education have stressed the importance of the development of a sense of purpose
and the need for a meaningful identity" (Kerr & Erb, p. 309). These tasks can be
especially difficult for the multipotentialed female in our society who tries to combine both
a career and family: Career dissatisfaction can result from such failed compromises
(Watley & Kaplan, 1970).

Recently, Kerr and Erb (1991) studied the effects of a values-based intervention on
the identity and development of purpose of 41 university honours students who, when
asked, requested career counselling. The participants were told that the focus of such
counselling was to help the multipotentialed make career decisions based on values.
Social influence techniques were used to emphasize the importance of values, while
several values-based interventions were administered and interpreted. Significant
differences in pre- and post-tect scores on the Identity-Confidence and Development of
Purpose-Vocational subscales of the Student Developmentlnventory (Hood. 1986) were
found in the expected direction. Half of the subjects changed their majors, and while there
was no change in the measured certainty of major, there was an increase in the measured
certainty of occupation.

A second study found similar results. This time 37 university honours students
were asked to participate in a career counselling study. The sarne interventions as before
were administered to 19 subjects in the treatment group, while 18 wait-list subjects
completed only the pre- and post-tests. Scores on the Identity-Confidence subscale
improved for the treatment group but not the control group. There was no significant
difference in scores on the Development of Purpose-Vocational subscale between the two
groups, a1though both groups did improve over the course of the study. Tmn together,
these results support the notion of values-based career guidance as an aid to career
decision-rnaking. It is interesting to note, however, that in both studies the pre-test
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measures of identity and purpose arc more positive than expected nonns. These honours
students did not seem to be lacking in identity or purpose.

Other counselling interventions have also had success with gifted students. For
instance, a one-day guidance laboratory was found to be an effective intervention for
multipotentiality (Kerr & Ghrist-Priebe. 1988). In this study 56 gifted high school seniors
received treatment, while 31 were placed on a waiting list The subjects in the treatment
group completed interest and value inventories, then visited a university campus and
attended the class of their choice. Each subject had a 50-minute individual counselling
session where tests were interpreted, goals set, and continued decision-making
emphasized. Next, counsellor-Ied group life-planning sessions were held and future
lifestyles, barriers, and ways to reach goals were discussed. A fma1lecture to encourage
continued carcer decision-making ended the carcer workshop. Fo11ow-up two months
later found the treatment group taIking about carcers and visiting counsellors more than
the control group. A fu111oo% of the treatment group believed the intervention to be
helpful (31%changed carcer plans and 38% confmned carcer plans) and ail were working
towards their goals. .

Thus it appears that client-centred counse11or interventions can be of much use to
the multipotentialed student In fact, the gifted have been found to rate carcer education
as the most positive part of their school experience (Colson, 1980). One study found a
trend for the gifted to prefer structured rather than unstructured counselling (Kerr, 1986).
Support can help to alleviate the anxiety that cornes from uncertainty (Perrone & Van Den
Heuvel, 198\). It has been suggested that in order "to better meet the carcer development
needs of these students. we may have to place more emphasis on understanding the
carcer-decision-making process and arising anxieties than on the carcer choice itself'
(Marshall, 1981. p. 309).

In sorne instances, these youth need the reassurance that there is nothing tragic
about not being able to malte up one's mind in high school. They also need to
understand that one learns more quickly what one does not want to do, than what
one does want to do. (Herr, 1976. p. 10\)

Multipotentia\ed students "need assurance that their multipotentiality is an asset rather
than a liability and reassurance that lack ofearly specialization does not mark them as
washouts for life" (Silverman. 1993, p. 220).

Such support can also come from peers and help multipotentialed individuals know
that they arc not alone with their worries. Sharing concems and feelings in group
discussions is a valuable experience (Perrone & Male, 198\). Same-sex groups have been
found to be preferred by both sexes (Kerr. 1986). A "non-judgemental, open-ended
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environment" (Simpson & Kaufmann, 1981, p. 43) can help the multipotentialed to
explore various career options and ways of overcoming career indecision can he shared.

Multipotentialed students can also he helped to think about the concept of "carcer"
in broader terms. One's "calling" or vocation need not he one's livelihood (Silverman,
1993). One can always eam a living by means of a job, but derive one's true pleasure from
interests pursued in one's free time (Ehrlich. 1982). One can also consider the "possibility
of seriai or concurrent careers" (Silverman. p. 221). The multipotentialed "have a greater
capacity for adaptability" (Fredrickson, 1979. p. 270). so changing careers is both
conceivable and permissable.

The multipotential ... are seemingly able to either follow their original choice or
change to other choices. Aconcept of multipotentiality would help the individual
to anticipate this change and recognize it not as a failure to measure up to the
requirements of a previous choice. but an awareness of the plasticity of man to
adapt to his changing world of work. (Fredrickson, 1972. p. 73)

One's career strategy and one's strategy for creative growth need not he identical. Rather.
one's job may compliment one's lifestyle path (Willings. 1983).

Leisure activities very often play a large mie in the life of a multipotentialed
individual. They can "serve as an early and continuing naturallaboratory" (Milgram.
1991, p. 132) where interests are explored and prioritized: Those leisure activities
pursued by adolescents are thought to be valid predictors of adult occupational choice
(Milgram & Hong. 1993). Links between particularly fulfùling leisure activities and
possible careers can he sought (Davis & Rimm. 1989; Simpson & Kaufmann. 1981).
Perhaps it would be possible to personalize a career "based on a composite of their
talents" (Roper 8t Berry. 1986. p. 52). But as the multipotentialed "probably will not find
an occupation which uses all of their talents" (Fredrickson. 1986. p. 557). leisure activities
can help to supplement one's career and provide for expression of a variety of interests
(Roper & Berry).

Since any given eareer pattern may be capable of meeting only sorne of the
multiple interests held. it is necessary for students to decide upon those interests
which will be pursued in career and those for wlùch outiets might be found in
avocational or other pursuits. (Herr & Watanabe. 1979. p. 254)

The multipotentialed individual must remember that "Having it ail is not impossible. but
having it ail. ail the rime sometimes is!" (Hollinger. 1991. p. 137).

Often the multipotentialed Jack adult role models who can help them to envision
future possibilities (Gowan. 1960). Many successful gifted adults cite mentors as highly
valuable to their development (for example. see Bloom. 1985): "Mentors who have
managed to develop and utilize a variety of talents and interests can encourage these



••

1

32
students to understand that career decision-making need not he a narrowing process"
(Marshall, 1981, p. 309). Mentors, as well as providing exposure to various career fields,
can help younger students to see how career and lifestyle can he combined, and
satisfaction achieved. In a review of the literature on mentarship, Edlind and Haensly
(1985) found multiple henefits to exist

A variety of other adult cole models can a1so inspire the multipotentialed in the
career decision-making process. Guest speakers and biographies can give the
multipotentialed persan a first-hand look into a life of success (Kerr, 1991). Ways of
hamessing the henefits of multipotentiality can he shared (Delisle, 1982). Exposure to
unusual careers and the careers of women and minorities can aIso he enlightening (Delisle
& Squires, 1989). More direct career information can he achieved via interviews,
shadowing experiences, internships, or work experience (Herr & Watanahe, 1979). Many.
recommend hands-on, experientialleaming (Kerr, 1981b; Milgrarn,1991; Silverman, 1993)
such as "shadowing" an adult worker, visiting university classes, participating in an
internship, or volunteering (Kerr, 1991). But Marshall (1981) wamed that it "offers no
magic solution, either" (p. 308), as the multipotentialed persan could spend endless
amounts of lime in such pursuits and still he no c10ser ta deciding upon a career.
Intuitively though, such experiences ought to he heneficial, provided they were tempered
with a little structure: "Exposure ... will help gifted youth distinguish hetween their
interests in academic subject matter and their desire to apply that knowledge in specific
career fields" (Emmett & Minor, 1993, p. 364). Such exploration can help the individual
to apply their "book knowledge" to "reallife" (Miller, 1981).

The multipotentialed individual can a1so look ta the future, fantasize about
potential careers (Kerr, 1991), and try ta anticipate jobs that will he needed (Perrone &

Van Den Heuvel, 1981). Careers may he "created" if the need exists (Miller, 1981;
Sanborn, 1974; Silverman, 1989). Although Perrone and Van Den Heuvel recommend
this as a possibility, they also cite evidence from follow-up studies done by Perrone and
Post in 1981, at the University ofWisconsin's Research and Guidance Laboratory, that
this does not happen. What does happen is that students pursue careers either in areas of
scholastic achievement or in areas in which favourite teachers were found: "It appears
that the need ta reduce internai dissonance inhibits talented students' potential for creative
integrated career development" (Perrone & Van Den Heuvel, p. 301).

Decision-making can a1ways he delayed while keeping options open, until more
evidence swings the balance in favour of a particular career.

When gifted students find it difficult to determine which path to follow, it is wise
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to aIlow them extra time in which to make their career choices and to give them a
broad enough educational base so that later they can move in severa! different
directions. (Silverman. 1993. p. 223)

Of course a balance must 00 maintained. via the previous recommendations. so that
chronic career indecision does not result. ln order to learn more about the effects of
multipotentiality and how to tum it to one's oost advantage. studying the successful has
been recommended:

Some gifted youth make career decisions with relative ease. Case studies of these
gifted youth might provide valuable insight into what oost facilitates the career
development process in those gifted youth who need such help and whose lives
and work offer such potential contribution to the lives and work of us ail.
(Emmett & Minor. 1993. pp. 364-365)

Psychol0I:Y of Career Deyelopment
"Thinking multipotentiaIity" was recommended by Pask-McCartney and Salomone

(1988). ReaIization that decision-making will 00 complex and often frustrating can help
one to anticipate problems. Premature decision-making will need to 00 avoided. as the
career-selection process may take quite a long time. Much self-exploration is needed.
rather than the simple coUecting of vocational information. Values will need to 00 clarified
as identity and lifestyle preferences are explored. While experience in the world of work
can 00 useful. imagining oneself in the future is the most highly recommended prescription.
AcounseUor will need to provide a lot of support and acceptance. as weU as help maintain
the balances OOtween fantasy-reality and freedom-structure. Careers with multipotential
can 00 considered. and leisure activities may provide an outIet for those interests not
satisfied in a particular career (Pask-McCartney & Salomone. 1988).

According to Holland (1985). differentiation increases with age and experience.
Through exposure one cornes to know oneself OOtter. Career exploration was found to
increase congruence. and hence vocational satisfaction would 00 expected to increase as .
weU (Grotevant, Cooper. & Kramer. 1986). It is the lack ofexperience which results in
ambiguous flat interest inventory profiles. Thus Holland would recommend !hat the
multipotentialed individual 00 very active in exploring and experiencing a variety of
occupations. in order to deterrnine primary interests. It was suggested that "making
choices under any circumstance may 00 more constructive in the long run than
postponement OOcause choices lead to involvement, learning. and responsibility" (Holland
& Gottfredson. 1976. p. 26).

Recommendations for the multipotentiaIed client are found in the User's Guide for
the Strong Interest Inventory (Hansen. 1992): have a variety of leisure activities. malte
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friends who have a wide variety of interests, seek employment with those who have
diverse interests, or change occupations periodically. Those who have opposing fields of
interest are a1so advised to select one group of interests to 00 satisfied in an occupation
and another group of interests to 00 satisfied avocationally, perform one type of activity in
the opposing environrnent, or mold one's job to combine the varied interests.

Certain variables are a1so expected to influe,nce multipotentiality. Type may play a
role in the development of multipotentiality, as certain types--A, J, S, E, R, C (in

descendinl; order of importance)--are thought to 00 more creative and open to experience
than other types (Holland, 1985). Investigative types may "00 reluctant to make choices
that may Iimit future options" (Hansen, 1992, p. 16), since they frequently experience
much success for their endeavors, so perhaps they will experience more problems with
multipotentiality. Perhaps the different types employ different decision-making strategies
(York & Tinsley, 1986), and sorne of these strategies are OOtter suited to deal with
multipotentiality than others.

Other variables may 00 associated with multipotentiality and affect its development
and resolution. Perhaps extraversion is closely related to multipotentiality (Gaeddert &

Hansen, 1993), and hence increased introspection could help to focus interests. Holland

(1985) has stated that age will bring with it increased differentiation, and hence decrease
the problems of multipotentiality. What about the other moderator variables Holland
speaks of, such as gender, race, educationallevel, intelligence, social class, and

occupational prestige? What effects do these variables have on multipotentiality? Further
research is needed, both to see how multipotentiality develops and to see how oost to help
the multipotentialed individual make career choices.

Conclusion

Two bodies of literature-that of giftedness and career psychology--to varying
degrees discuss the concept of multipotentiality. Little, if any, attempt to link these

literatures has been made thus far. This literature review represents a start at such an

integration. No doubt other fields of inquiry will also 00 able to add to the understanding
of multipotentiality.

By far, most work on multipotentiality has been done by researchers interested in
giftedness. Such research has much to offer to the more "mainstream" field of career
psychology, and Holland's (1985) theory of vocational choice in particular. Such

connections are called for by Jackson (1993) who discusses the multiple OOnefits of

integrating giftedness research into mainstream research. In Ibis case. links would likely
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benefit both parties. The field of giftedness could gain structure from the more established
career psychology field and the career psychology field could gain depth from the case
study anaiyses done in the field of giftedness. For it is the giftedness field which
personaiizes the concept of multipotentiality: why multipotentiaiity occurs. what
consequences are likely, and what remedies are possible. Much of what is known about
multipotentiality in the gifted cornes from case studies. This knowledge can provide a
starting point for the more structured and scientific research which occurs in the more
mainstrearn field of career psychology.

The gifted are an excellent population with which to study multipotentiaiity, since
they are frequentiy defmed as such. Vocationai interest inventories can pinpoint areas of
interest. and ability can be assumed. thus providing a concrete measure of
multipotentiality. Study of those multipotentiaied individuals who are successful at career

choice, as compared to those who are chronically undecided and dissatisfied, can help
clarify the process of effective career decision-making. Such knowledge would be of
much benefit to those working with multipotentiaied students and clients in need of career
guidance.

Research Questions
The purpose of this study is to twofold: To further explore the concept of

multipotentiality in an effort to clarify its meaning and usage and to try to identify factors

which moderate the relationship between multipotentiaiity and "successful" career
decision-making. Answers, or at least indications of such, to four main questions are

sought.

First, does the present sample of gifted youth show signs of multipotentiaiity?
What percentage of this sample seem to be multipotentiaied? When does multipotentiaiity
frrst appear and is it a stable characteristic? Can the Strong Interest Inventory (Hansen &

Campbell, 1985) be utilized as a means ofidentifying multipotentiaied individuais?
second. what exactiy is multipotentiality? Are the descriptors of multipotentiaiity

found in the giftedness literature confmned? Does multipotentiaiity encompass multiple
abilities or multiple interests or both? Do motivation or opportunity play a raie? Does

multipotentiaiity occur in the vocationai or avocationai reaim, or both? Can any new light

be shed on this concept?
Third, is multipotentiaiity an asset or a liability? Does multipotentiality lead to

difficult career decision-malcing? Does it lead to anxiety or dissatisfaction? What

percentage of multipotentiaied individuais suffer ill-effects, and how does this compare to



••

1

lhl: rate of suffering in nonrnultipolentialed individuals?

Fourth, why are sorne rnultipolentialed individuals "successful" in their career

decision-rnaking, while olhers are less so? What rnoderales lhe relationship between

rnultipotcntiality and success?

36



••

1

;'7

CHAPTER 2: METHOD

Procedure
This nine-year follow-up study required making contact with and gathering further

data l'rom a pool of 247 previously studied subjects who had attended one of two gifted
summer school programs in 1984. Prior to recontact, a telephone intervir.w and a packet
of questionnaires were assembled. As this was somewhat of a team follow-up study, other
investigators also included items required for separate studies, in both the telephone
interview and mailed questionnaire.

Contacting the subjects took place over the pe!iod of approximately one month.

In the effort to recontact the subjects, a variety of sources were tapped: the 1984 McGill
Gifted Summer School's records, the 1993 Montreal telephone directory, the subjects'
friends and relatives, and the Laurenval School Board (for reasons of confidentiality,
contact information was not provided, but the questionnaires were forwarded to the
subjects). Every subject was traced so far as the trail existed, and in the end, 180 subjects
(73% of the original pool) were recontacted and interviewed.

Each telephone contact involved explaining the purpose for the caU and study, and
asking for consent to conduct a telephone interview. No one refused, although a few
subjects asked to he called back at a later lime. The majority of the interviews were

conducted by this investigator, although quite a bit of assistance was provided by the other

student memher of the research team. Due to time constraints and subject requests, a
handful of subjects were mailed the telephone interview questions, along with a note

explaining the purpose of the study.
Once aU of the interviews were completed, each of the 180 subjects was mailed a

package containing transmittai and consent forms, the packet of questionnaires, and a self­

addressed and starnped return envelope. Within a month, 74 of the 180 questionnaires
(41%) were returned completed. At that time, a round of follow-up calls was made and

messages left for the subjects to please return the questionnaires. An additional 31
questionnaires (now 59%) came in, over the next month, at which lime a third and final

round of fol1ow-up cails was made. This brought in six more questionnaires, bringing the

total response rate up to 62%, which is quite good, considering that the data collection

occurred during final exams and the winter holiday break. Complete 1993/94 data was
thus available for III subjects and partial data for an additional69 subjects.

A variety of data gathered in 1984, some of which were never analyzed, were also

available to this investigator. These data, as weil as the 1993/94 data, were then analyzed
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in order 10 develop a coding scheme prior to the data analysis. After eliminating parts of
the telephone interview data as irrelevant, the remaining data were tabulated into the
following types of information: identification numbers, demographics and control
information, abilities, opportunities, motivation, leisure interests, career interests,

multipotentiality, career outcomes, overall outcomes, and potential moderator variables.
Acopy of the coding form describing how the data were coded can be found in Appendix
D. This investigator's coding accuracy was checked by another member of the research
team on over 100 randomly-chosen decisions from among those that required judgmcnt,
and interrater reliability w~.s found to be 96%. Statistical anaiysis was then commenced.

Subjects
Participants for this nine-year follow-up study were gathered from a pool of

previously studied subjects who had attended one of two gifted summer school plOgrams
in 1984. The method of determining eligibility for the two gifted summer school programs
differed. Those participants (n = 177) who attended the 1984 McGill-Protestant School

Board of Greater Montreal Gifted Summer School were admitted in one of three ways:
(a) being in a gifted program at school, (b) being identified as eligible ta be in a gifted
program, or (c) sirnply by being recommended by a parent, teacher, or other adult. The

participants (n_=70) who attended the 1984 Laurenval School Board Gifted Summer
School were admitted in one of two more traditional manners: (a) being selected by their
teachers, then scoring at or above the 90th percentile on the Canadian Test of Basic Skills,
or (b) being nominated by their parents, then achieving a high IQ score on the WISC-R,

then gaining approval from a commiltee of teachers and psychologists (Shore & Tsiamis,

1986). Numerous measures of intelligence, creativity, locus of control, and self-concept-­
administered to the subjects in 1984 to determine if the two groups, which had been

selected in quite different manners, were comparable--resulted in the conclusion that
"there is no important difference between the two groups" (Shore & Tsiamis, p. 96). Thus

the 247 participants from the two 1984 gifted summer school programs were treated as a
single population, and formed the potential subject pool for this follow-up study.

A total of 180 participants--73% of the original 1984 sample--were recontacted
and are included in this study. Most of the other 1984 participants had moved and proved

impossible to trace, several were traveling or altending school in Europe, and a few were
unreachable for other reasons. Of the 180 subjects who were recontacted and who

participated in the telephone interview, a further III subjects also returned completed

questionnaires (62% of those recontacted). Thus complete 1993/94 data are available for
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III subjeclS and partial 1993/94 data are available for an additional69 subjects. The
1984 data used in this study vary in completeness l'rom subject to subject, as certain
measures were administered only to subgroups of the entire 1984 sarnple.

The present sarnple consislS of 110 (61 %) males and 70 (39%) females. who range
in age l'rom 16-25 years (M = 20.2). Most of the subjeclS are presently full-time students
(88%), and their average Otis-Lennon (Otis & Lennon, 1969) verbal IQ is 124.5. The
majority of the subjeclS come l'rom families in the IWO highest SES groups (72%), while

20% come l'rom the two middle groups and 8% l'rom the two lowest groups (Blishen &

Carroll, 1978; Blishen & McRoOOrts, 1976). Sorne "OOst-guessing" was necessary in
order to classify sorne occupations, thus the SES data are oost seen as approximations
only. Ali but one of the subjeclS are proficient in the English language, which for 84% of
the subjects, is their fU'St language. Self-reports of subject ethnieity confound culture.
religion, nationality, and race, and thus prove impossible to report accurately: The initial
47 categories required to code this variable (based on "cultural heritage") were reduced to
13, but the aforementioned difficulties still persisted.

Instruments
The collection of 1993/94 data took place in two stages. First subjects were

interviewed by telephone, then they were mailed a packet ofquestionnaires to complete
and return. The telephone interview and part of the mailed questionnaire packet consisted
of items developed by the present investigatar--some of which were retrospective in
nature. Themai1edquestionnairepacketalsocontainedtwostandardizedinstruments.As

well, the present investigator utilized information which had OOen collecte!! by previous
researchers in 1984. The 1984 data were aIso gathered l'rom both standardized

instruments and materiaIs deve10ped by the previous researchers. Ali of the data are self­

report, except for three brief responses about the subjects, which were provided by their
parents in 1984. There is no reason to OOlieve the subjects responded less than honestly,

although subjectivity was of cuurse unavoidab1e. As weil, there is the chance that in 1984,

due to their young age. some of the subjects may not have taken all of the instruments
comp1ete1y seriously.
1993/94 Data Collection

Telephone interview. Telephone calls--including explanations and the like--ranged

in length l'rom 15 ta 45 minutes: The average arnount of lime required for this
investigator's questions OOing approximately 15 minutes. Information required to

recontact the subject for a second follow-up at sorne lime in the future was gathered. then
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questions developed by this and other researchers were asked. This researcher's items
consisted of nine multipan questions relating ID career planning (see Appendix B).
Basically, the self-report style interview involved asking subjects which career goals they
had ever entertained. how they had come to gain and lose interest in those goals, what
problems or beneficial experiences related ID career planning they had had, and their views
on their high sehool career guidance. As weil, subjects were asked to rate, on five-point
seales, the difficulty and potential satisfaction of their career decision-making. Sorne items
were eliminated, while the responses to others were coded for later statistical analysis.
Specifically, the telephone interview provided data regarding the number of career goals
held over time, the occurrence of problems due ID multiple choices, as weil as the affect
surrounding the subjects' career decision-making. These data will help to identify the
impact of multipotentiality on career planning. As weil, each subject will be c1assified
according to the predominant Holland (1985) type of their present occupational goals
(Gottfredson & Holland, 1989), for comparison with their Strong Interest Inventory

(Hansen & Campbell, 1985) results.
Mailed Questionnaire packet. The mailed questionnaire packet consisted of several

parts (see Appendix B): transmittal and consent forms, a sheet gathering basic
demographic information, items developed by this investigator, two standardized
instruments (deseribed separately), and a stamped and self-addressed return envelope. As

weil, approximately half of the packets contained items developed by another member of
the research team for a second study. The demographic data provided control information

regarding subjects' sex, age, ethnicity, level of education, and familial SES. It should 00
noted, however, that the ethnicity and SES data are confounded and not thought to 00

highly reliable or valid.
That part of the questionnaire packet which was developed by this investigator

consisted of five sections. The fml such section asked subjects to rate on four-point

seales (from "none" to "lots") their degree of experience with 41 different activities, as

weil as the degree ofsubsequent OOnefit derived for career decision-making from these

experiences. Each of the experiences had been recommended by specialists in the field of
giftedness, as OOneficial to the career decision-making of gifted youth (see Appendïx Cl.

These data will 00 used to see if moderators of career, as weIl as general satisfaction, can
00 found--those which lead to successful career decision-making. The next section asked
subjects to individually rate their self, career, and life satisfaction on two five-point seales

(from "strongly disagree" to "strongly agree") and on one seven-point scale (from "low" to

"high"). Summations of these data will 00, used to separate those subjects whose career



••

1

41

decision-making can be said 10 be "successful" (that which has resulted in positive
outcomes--high levels of satisfaction) from those whose career decision-making has nOl
been as successful (thal which has resulted in less positive outcomes--lower satisfaction).

The third section of the questionnaire packet measured breadth of abilities,
interests, and opportunities on four··point scales (from "not at all true of me" to "very
much true of me"). These data will help to determine which subjects may be
multipotentialed and just what characlerizes multipotentiality. The fourth section asked
for a list of allieisure interestslactivitieslhobbies that were panicipated in over the pasl
year, what activities subjects would have liked to panicipate in over the past year if they
had had the timelmoney/opportunity, and what activities they had ever panicipated in.
Totaling the number of responses to each of the above questions will help to determine
which subjects are multipotentialed (those with the broadest activity and motivalion
levels). The fifth and final section asked the subjects to read a defmition of
multipotentiality and to rate themselves using this defmition now, as weil as
retrospectively for 1984, on a four-point scale (from "not at all true of me" to "very much
true of me"). The definition reads as follows:

Multipotentiality is the ability and desire to pursue different activities and goals. It
is especially evident in the realms of leisure and career decision-malcing. One may
benefit from the effects of multipotentiality, have a variety of 'good' choices, and
lead a varied and fulliife. One may also suffer from the 'ovcrchoice' and fmd
decision-malcing difficult, as it is not possible to do all that one would like to do
and is capable of doing.

This one·item scale of multipotentiality was validated by seven e::perts who have

prcviously wrilten about multipotentiality in gifted youth (see Appendix Cl. Elaboration
was also requested on how the concept does or does nol apply. The purpose of this key

section is to determine which subjects are multipotentialed.
My Yocationa! Sjtuation. The My Vocational Situation (MVS) was one of IWO

standardized instruments included in the mailed questionnaire packet. The MVS (Holland,

Daiger, & Power, 1980) is a brief self-report form used to help vocational counsellors to
diagnose and thus select appropriate interventions for clients seeking career counselling.

Il consists of three sets of items--those measuring vocational identily, the need for

occupational information, and perceived barriers. The Vocationa\ Identity (VI) Scale

consists of 18 true-false items. Each faise response adds one point to the total score··the
higher the score, the more clear and stable is one's vocational identity. The Occupational

Information Scale consists of four items scored in the same manner as the previous scale
and measures one's need for further vocational information. The Barriers Scale aIso
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consists of four items. scored as before. and measures perceived external obstacles to
one's chosen vocational goal. As weil. at the tap of the questionnaire. respondents are
asked 10 list all of the vocations that they are presently considering; and al the bonom of
Ihe questionnaire space is left for the respondent ta add comments or concerns.

The internal consistency (KR 20) of the VI Scale is high: It has been found to
range from .86 ta .89. That of the Occupational Information and Barriers ScaIes is lower­
-ranging from .23 to .79--hence these two scales resemble checldists (Holland et al.•
1980). Test-retesl reliability for the VI ScaIe is approximately .75 for intervaIs between 1­
3 months (Holland, JoOOston. & Asama. 1993). The VI ScaIe and the Career Decision
Scale (Osipow et aI.• 1976) have been positively correlated at .65 (Holland et aI., 1993).
Over 50 investigations have found VI SCale scores to correlate with such things as
positive vocational attitudes and beliefs. rational career decision-making styles.
decisiveness. commitment, hopefulness. confidence. and control. Law scores have been
correlated with such things as negative attitudes, low self-esteem. diffuse identity. and
hopelessness. Thus it appears that the VI ScaIe provides a general measure of
psychological health (Holland et al.• 1993).

For the purposes of this study, the VI ScaIe will be used as an oute(\me measure to
separate those subjects whose vocational decision-making is "successful" from those less
successful. High scorers will have clear and stable pictures of their vocationaI identity.
and hence "relatively untroubled decision-making and confidence in ooo's ability ta make
good decisions in the face of ioovitable environmentaI ambiguities" (Holland et aI.• 1980.
p. 1). As weil. the responses to items #2 ("1 am concerned that my present interests may
change over the years") and #14 ("1 would like to increase the number of occupations 1
could consider") with be correlated with multipotentiality.

Slron" Interesl Inventary. The second standardized instrument included in the
mailed questionnaire packet was the Strong Interest Inventory (Sm (Hansen & Campbell,
1985). This measure was developed in 1927 by E. K. Strong Jr. as a way to identify the
vocationaI interests-not abilities-of men and women. Over the years the instrument bas

evolved. and is nOw organized with respect ta the six Holland (1985) vocationaI
personaIity types. The instrument consists of 325 items written at the sixth grade reading
level. and takes less than 30 minutes te complete. This study used the combined question
and answer booklet, where subjects darken the appropriate artswer "bubble" adjacent to
each question. Later this investigator entered the responses onlo a computer disk for
computer-scoring. The fll'St 281 items require a "like," "indifferent," or "dislike" response
to 131 occupations. 36 school subjects. 51 activities. '39leisure activities. and 24 types of
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people. The next 30 items require a "Ief!," "the same," or "right" response to pairs of
acùviùes. The last 14 items require a "yes," "unsure," or "no" response to personal
characteristics. Variety in quesùon format is used to keep the respondents' interest, while
somewhat redundant items are completed.

Three main types of informaùon are tabulated with aid of a computer-scoring
prograrn. Six General Occupational Themes (GOT)--corresponding to the six Holland
(1985) types--show ooo's overall occupaùonal orientaùon. For each scale, one receives
one's standardized score, as weil as a percenùle ranking for one's own sex, rel'orted on a
seven-point comment scale (from "very similar" to "very dissimilar"). The Basic Interest
Scales (BIS) measure the consistency of one's interests and provide more detail than the
GOT, again within the Holland framework. For each of the 23 BIS, one receives a
standardized score and one of the same seven comments. Scores on the BIS are found to
increase after about age 16, and workers employed in one of the specified occupations are
found to score one standard deviation above the mean for that parùcular scale. The
Occupational Scales (OS) measure the degree of similarity betwl"en one's own interest
pattern (likes and dislikes) and those of people actually employed in the specified
occupations. For each of the 207 scales, one receives one's standard score for one's own
and the opposite sex.

The Sil also provides a variety of other information calculated by the computer­
scoring program. Up 10 20 missed responses does not present a problem, but an unusual
number of infrequent responses does. These data, as weil as the percentage of "like,"
"indifferent," and "dislike" responses for each part and overall, is reported. A measure of
introversion and extraversion, as weil as one of academic comfon (related to how much
education one is lilœly to pursue), is also calculated.

Interests begin to solidify around age 17, and by age 25 are found to be quite
stable (Hansen & Campbell, 1985). As most research involving the SIl has been done
with subjects over age 17, the psychometric propertie~ of the SIl apply only to this
population. The test-retest reliability of the three scale!\ is quite high. ACter two weeks,
test-retest reliability for a sample of 180 subjects having a mean age of 18.7 years. was .91
for the GOT, .91 for the BIS, and .92 for the OS. ACter three years, the test-retest
reliability for a sample of 40 adults was .81 for the GOT, .82 for the BIS, and .87 for the
OS (Hansen & Campbell). Within the GOT, intercorrelatiolls belWeen each of the six
types decreases as theoretical relatedness decreases. Scores on the GOT and BIS--both
homogenous scales--are general1y quite consistent; as are the scores from the
heterogeneous OS. Face validity for the GOT and BIS is high. Concurrent validity as
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measured by the scores of known types employed in appropriate occupations (for
example, an Investigative type employed as a research scientist shoul:! score high on the
Investigative scale and the scientific research worker occupation), is aIso good: Different
types and occupations obtain a reasonable spread. As weIl, avocational interests are
congruent with GOT scores. Predictive validity is lower, but nevertheless can be goOO,
especiaIly if subjects' scores are internaIly consistent (Hansen & Campbell).

For the purposes of this study, data from the sn will provide two main types of
information. Ficst a measure of the subjects' Holland (1985) type will be obtained by
ranking the GOT standardized scores. Second, aine different measures of interest
diversity will be obtained: (a) the degree of relatedness between the two highest GOT
scores, where the lower the consistency (Holland), the greater the diversity; (b) the
percentage of "Iike" responses given ta the 131listed occupations, where the greater
percentage indicates greater diversity; (c) the percentage of "lilœ" responses given to the
361isted school subjects, a1so where the greater percentage indicates greater diversity; (d)
the percentage of "like" responses given ta the 39 Iisted leisure activities, again where the
greater percentage indicates greater diversity; (e) the number of GOT scores in the
"mOOerately high" ta "very high" range, where 1such score indicates 10w diversity and 4-6
such scores indicate high diversity (Gaedùert & Hansen, 1993); (0 the number of BIS
scores in the same range, where the greater number indicates greater diversity; (g) the

number of Holland categories in which there are OS scores of 40 or greate: (Gaeddert &

Hansen), where the greater number indicates greater diversity; (h) differentiation as

measured by Holland, where 10w differentiation corresponds to high interest diversity; and
(i) differentiation as measured by Iachan (1984a), again where 10w diversity corresponds

ta high interest diversity.
1284 Data Collection

SIUl'fg Interes! Ipyentoty. In 1984. 103 of the subjects utilized in the present

study were given the 1981 version of the sn (Hansen & Campbell, 1985). In this version

there were only 162 OS, in which fewer nonprofessional occupations were included. As

weIl, an earlier reference group was used for the norming. The sn will not be redescribed

here. but the fact that in 1984 the subjects were fairly young (ages 8-15 years) is
important The reliability and validity of the sn for this age of .,ubjects is unknown.

Hansen and Campbell report the instrument as having been used with subjects as young as
10 years old--subjects who were bright and motivated, as was the present sample. They

also report that the profiles of 14 year olds reflect their current interests, but not

necessarily their future interests. A comparison of 1984 and 1994 scores may add to what
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is known about use of the sn with younger subjects. The sarne information will also he
taken from the 1984 data as from the 1994 data. to try to paint a picture of
multipotentiality over time.

Otjs-Lennon Mental Abmty Test. The Otis·Lennon Mental Ability Test (Otis &

Lennon, 1969) is a 50 minute group IQ test which measures verbal, numerical. and
abslract reasoning, although it is heavily weighted on verbal and academic-educational
ability. Form J (Elementary II and Intermediate) was administered 10 the subjects in 1984.
It consisLS of 80 items arranged in order of increasing difficulty. and resulLS in a single
deviation IQ score. Internal consistency ranges from .89 to .94 and test-retest reliabilities
range from .87 to .91. Concurrent validity is approximately .60 with bath the Stanford­
Binet and the Raven's Standard Progressive Matrices (Otis & Lennon. 1969). Since IQ is
reported to remain fairly stable (Anastasi. 1988). the measures taken in 1984 will he used
in the 1994 study as a control variable and as a possible condition or correlate of
multipotentiality.

Raven's Standard Proeressjye Matrices. The Raven's Standard Progressive
Matrices (Raven. Court, & Raven. 1977) is a group IQ test which measures intellectual
functioning within the context of "g" via perceptual reasoning. It provides a nonverbal
measure of IQ which does not penalize subjecLS who are economically or culturally
disadvantaged. It consiSLS of 60 items. divided into five seLS of twelve. which hecome
increasingly more difficult. Each item consisLS of a black and white malrix which is

missing one part that must he chosen from a group of 6-8 choices. Internal consistency
ranges from .83 to .97 and test-retest reliability ranges from .55 to .90. Concurrent

validity correlations range from .30 10 .86 with the Stanford-Binet and Wechsler IQ tests
(Raven et al.• 1977). The IOtal IQ score derived from the Raven in 1984 will also be used

along with the Otis-Lennon IQ score as a control variable and as a potential condition of

or correlate to multipotentiality.
Upusual Uses. Conseguepces. apd Repeated Shapes Tests. Three Tonance-style

(Tonance. 1974) creativity tests (see Appendix B) were developed by the 1984

researchers to measure divergent thinking (Rejskind. 1987). The Unusual Uses test
consists of two items in which subjects are to list as many uses for a common object as

possible. The Consequences test consists of two items in which subjects are asked 10 list
ail the possible consequences of an improbable situation. The Repeated Shapes test

consists of two items--each of which consists of multiple copies of a stimulus (such as a

pair of line segments)--in which subjects are asked to draw as many p!ctures as possible

using the stimuli. The two items in each s'!btest varied in level of familiarity (for purposes
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of the earlier studies). The tests were scored for fluency by totaling the number of
interpretable and relevant responses. Test-retest iCliabiiity of actual Torrance tests range
from .42 to .76 (Torrance, 1974). For the purposes of this study, the total score for each
subject will serve as a potential correlate to multipotentiality.

Creative Aclivities Checklisl This 74 item checlclist was designed by one of the
1984 researchers (Rejskind, 1984) as a way to measure children's out-of-school creative
achievement (sec Appendix B). Il was based on Hocevar's (1979) Creative Behavior

Inventory. and was adapted for use with a younger population. Il consists of six
subsections--fme arts, crafts, science/math, Iiterature, performing arts, and home activities
-each of which is divided with respect to participation (54 items) and recognition (20
items). Each subject's total participation score (number of activities in which participation
was indicated) will he used to gain an indication of the diversity of activities participated in
by each subject in 1984, in order to help establish each subjects' degree of multipotentiality
in 1984.

Children's Science Curiosjtv Scale. This sixth version of the Children's Science
Curiosity Scale consists of 31 items and was developed by Harty and Beall (1984) as a

means to measure children's curiosity for science. First subjects are asIœd to rate their
degree of interest in science as "really interested," "do not know," or "not interested."
Then subjects are asked to rate each of 30 statements describing scientific interests on a
five-point scale (from "strongly disagree" to "strongly agree"). Each of the five possible
responses is also iIIustrated with one or two "faces" which are frowning, neutral, or
smiling (see Appendix B). The items are scored in the direction of high curiosity--the

scores of the eight negatively stated items are reversed·-and scores will range from 30
(Iow curiosity) to 150 (high curiosity). The alpha coefficient of internai consistency is .84

and test-retest reliability is .68. This scale was found to correlate .64 with the Children's

Reactive Curiosity SCale and to discriminate between those subjects who were and were

not interested in science (Harty & Beall). Each subject's score will he used as a measure

of motivation and will he correlated with multipotentiality.
School Sentiment Ipdex. The School Sentiment Index (SSn was developed by the

Instructional Objectives Exchange (1970) as an informal measure of student attitudes
toward the educational environment (sec Appendix B). The Interroediate-Level forro

consists of 75 true-untrue items and each response indicating a favourable attitude
towards school receives one point Five aspects of student attitude are measured through

eight sulJscales: teacher (mode of instruction, authority and control, and interpersonal

relationships), leaming, school social structure and climate, peer relations, and school in
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general. For the purposes of this study, the total score (from 0 to 75), and that of the

seven-item (# 27, 34, 42, 48, 57, 63, & 70) attitude-to-Iearning subscale (from 0 to 7)

will be used as measures of motivation and will Ile correlated with multipotentiality.

Parents' Questionnaire. A six-page questionnaire--developed by the 1984

researchers--was previously given to each subject's parents to complete. The part of the

questionnaire ne interest to this investigator is that dealing with characteristics of the child

(see Appendix B). Specifically, three items are of interest: (a) "The child shows great

curiosity about hislher surroundings"--rate from 5 (has this trait to a high degree) to 1

(lacks this trait), (b) "The child seeks hislher own answers and solutions to problems"-­

rate from 5 to 1 as Ilefore, and (c) "Child's attitude towards school"--please comment

Responses to these three items will Ile used to measure the effect of different types of

motivation on multipotentiality.

Analysis of the Data

Once the data were coded, several means of analysis were planned and executed.

As the data set was quite large, the SPSS-X computer program was utilized. Analyses

included frequency counts and means, contingency tables and chi square statistics,

correlations, partial correlations, t-tests, ANOVAs, and Student-Newman-Keuls multiple

comparisons. Sorne analyses included all 180 subjects, while others included just thase

who completed the self-rated multipotentiality item (n = 110), as this item was utilized in

many analyses to separate subjects by level of multipotentiality.
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CHAPTER 3: RESULTS AND DISCUSSION

Evidence of Multipotentiality
The present sample shows much evidence--available from a number of different

sources--of multipotentiality. Self-ratings on multipotentiality-related descriptors are
shown in Table 2. When asked to rate themselves against the expert-validated defmition
of multipotentiality (MP)--having "the ability and desire to pursue different activities and
goals"·-40.9% of the subjects rated this characteristic as being "very much true" of them,
49.1% of the subjects rated this characteristic as being "moderately true" of them, 9.1% of
the subjects rated this characteristic as being "not really true" of them, and 0.9% of the
subjects rated this characteristic as being "not at all true" of them. For the purposes of this

study, the last two groups will be combined and referred to as the "low multipotentialed
group." Thus 90% of the subjects consider themselves to be multipotentialed.
Retrospective self-ratings of MP for 1984, while lower (60.7%), are still indicative of
multipotentiality within this sample.

Such results are not surprising, as Milgram (1989) has suggested that the majority
of the gifted population-othe "mildly" and "moderately" gifted, as opposed to the
"profoundly" gifted··are multipotentialed. The present sample would fit this

categorization as their mean Otis-Lennon Mental Ability Test IQ score was 124.5 (SD =
12.4). As weil, any of the subjects who were formally identified as being gifted for
school-placement purposes, prior to their attendance at the 1984 Gifted Summer School
Programs, may also have been selected for their multipotentiality. In order to succeed in a
gifted program in school, a student will need to be able to do weil in all subject areas.
Therefore multipotentiality may often be a prerequisite for being labeled "gifted" (M. A. B.
Delcourt, personal communication, March 7. 1994). Also predisposing this sample to
multipotentiality is the fact that the subjects were selected from Summer Programs that .

were general in nature. It is not unreasonable to suppose that more unidimensional
children would have opted to attend specialty Summer Programs in their particular area of
interest (F. G. B. Rejskind. personal communication, March 9. 1994). Thus it is quite
plausible that 90% of the present sample be multipotentialed.

Other evidence of multipotentiality supports this contention. As can be seen in
Table 2, 90.1% of the subjects rated themselves as having a variety of opportunities open
to them, 99.1% of the subjects rated themselves as having a variety ofabilities, and 99.1%
of the subjects rated themselves as having a variety of interests. Opportunity may pave the
way for multipotentiality by opening doors to different activities and experiences. Of the
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Table 2

Multipotentiality-Related Descriptors

Dot at all --------------- very much
Variable Mean SD true ofme n

1 2 3 4

varietyof 3.8 0.4 0 1 23 87 111
interests 0% 0.9% 20.7% 78.4%

variety 3.7 0.5 0 1 34 76 III
of ability 0% 0.9% 30.6% 68.5%

varietyof 3.4 0.7 0 1 42 58 111

oDDortunity 0% 9.9% 37.8% 52.3%

se1f-rated MP for 3.3 0.7 1 10 54 45 110

1993/94 0.9% 9.1% 49.1% 40.9%

se1f-rated MP for 2.9 1.0 7 .35 29 36 107

1984 6.5% 32.7% 27.1% 33.6%

subjects whose parents' occupations were noted (n =144),72% feU into the two highest

of six SES groups, 20% into the two middle SES groups. and only 8% into the two lowest

SES groups. This may also account for the fact that 88% of the subjects (n =Ill) are

presently attending school. This high 1evel of post-secondary educational pursuit, along

with high IQs (M =124.5), also attests to the subjects' high ability levels. Those who

derme multipotentiality as multiple abilities (Davis & Rimm, 1989; Herr, 1979; Isaacs,

1973; Jepsen, 1979; Marshall, 1981; Willings, 1986), cou1d therefore be justified in

labeling most of this sample as mu1tipotentialed. Those who factor interest-diversity into

the mu1tipotentiality equation (Berger, 1989; Colange10, 1991; Delisle & Squires, 1989;

Kerr, 1991; Roper & Berry, 1986; Sanbom, 1974; Silverman, 1993), would also find a

great deal of support for this in the data gathered.

On the Creative Activities Checldist distributed to the subjects in 1984, the mean

number ofactivities the subjects (n = 96) indicated having participated in was 16.1 (SD =
8.1). On the 1993/94 Questionnaire, three self-generated lists of leisure activities were

obtained (see Tab!;: 3). Taking into consideration the fact that the taslt was open-ended

and thus liIte1y to underestimate actual participation, further evidence of multiple interests
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Table 3
Leisure and Career Interests

Variable n Resn. Range Median Mean SD

Creative Activities 96 1-39 15 16.1 8.1

Checklist (1984)

leisure activities ever 100 3-68 16 17.4 9.6

narticinated in

leisure activities III 1-28 7 7.6 4.3

narticinated in last vear

leisure activities would 106 0-12 3 3.7 2.6
narticinate in if chance

# career goals 180 0-6 1 1.3 1.1

in elem. school

# career goals 180 0-5 2 1.8 1.1

in hi"h school

# career goals 180 0-7 2 2.1 1.2

since hi"h school

# career goals 180 0-7 1 1.4 1.0
nresentlv considering

# career goals listed on 107 0-9 4 3.6 2.0
Mv Vocational Situation

total # Career goals 180 0-17 5 4.8 2.5
ever considered

. is provided. Subjects indicated having participated in a mean of 7.6 leisure activities in the
past year (SD =4.3). and having wanted to pursue an additional mean of 3.7 leisure
activities ü they had had the chance (SD =2.6). The mean number of leisure activities

ever participated in was 17.4 (SD = 9.6). although the range exiended up to a high of 68
activities listed by one subject This measure is considered ta provide only a general

indication of participation in leisure activities. as thoroughness of responding seemed to

vary extensively. For exarnple. many subjects did not list any activities typically pursued in

childhood. and while sorne listed five different sports others just listed "sports."
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Nevertheless. without having the aid of a checklist or categories to prompt their thOllghL~.

the subjects did indicate acrual participation in a number of leisure activities, a.~ wellils the
desire to pursue more activities than they were actually able to do.

Table 3 a1so lists the number of career goals reported by the subjecLS for various
periods of time. The retrospective data are not given too much importance, as the
subjects' recall of less-salient career goals is no doubt incomplete. When askd during the
telephone interview to specify which career goals were presently being considered, 34.4%
of the subjects (n = 180) listed more than one career goal. A further 6.1 %of the subjects
did not list any career goals but, based on other information gathered in the course of the
telephone interviews, this seems to be due to confusion rather than lack of choices. Even
the fact that 59.4% of the subjects indicated a single career goal should not be Laken as
evidence that these subjects' career interests are unidimensional. The nature of career
decision-making is such that one generally attempts to prioritize and focus any number of
career interests into a single obtainable goal (Fredrickson, 1972). Thus, even though one

goal may be reported. many interests may exist. And while sorne of the subjects indicated
having had their single career goal in mind for years, other subjects only recently carne to
focus upon a particular goal. It is likely that these subjects' career goals may change--they
are still young (mean age = 20.2 years) and for the most part are still students (88%).

This line of reasoning gains support l'rom the fact that the number of career goals
under consideration. as reported on the My Vocational Siruation (MVS), was considerably

higher (M =3.6) than that reported during the telephone interview (M =1.4). Sorne of
the career goals reported during the telephone interviewas having been considered at a
previous time, but not presently, seem to have been important enough to be reported on

the MVS (part of the Mailed Questionnaire the subjects received a month after their
telephone interviews) as being consilered at the present time. The mean number of camer

goals ever considered by the subjects (a tally compiled by this investigator) was 4.8 (SD =
2.5), with the number of goals ranging up to 17. Therefore there does seem to be

evidence, from the subjects' reported career interests, of sorne degree of multipotentiality.

When asked directly if they had ever had more than one career choice in mind at

the sarne time, 72.5% of the subjects responded affumatively. From the 115 subjects who
elaborated upon such choice, 52 elaborations were positive, 36 elaborations were
negative, and the remaining 27 elaborations were basically neutral. When asked about any

problems they had ever experienced during career decision-making, 73.4% of the subjects

(n = 180) did mention a problem, and of these problems. 14.4% had to do with multiple
choices. Thus while many subjects reported multiple career interests, few subjects
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spontaneously mention a problem resulting from overchoice. Nevertheless, responses to

IWO questions on the MVS, do indicate that this may be somewhat problematic for many

of the subjects. Concem over present interests changing was reported by 42.3% of the

respondents (n =III), and 62.7% of the respondents (n =110) did not want to increase

the number of occupations they could consider. Il therefore appears that overchoice is an

issue for sorne of the sample.

Evidence within the sample for multipotentiality has come from self-ratings and

self-reports. reponed behaviours, and an IQ test Evidence for the motivational aspect of
multipotentiality (the "desire [italics added] to pursue different activities and goals") is

al50 available from other tests and parental-ratings obtained in 1984. On the SSI, the

subjects' (n =123) mean score was 55.8 out of 75 (SD =11.8). On the learning subscale,

the mean score was 4.6 out of 7 (SD = 1.3). While compari5On scores are unavailable to

tlùs investigator, the subjects responded favourably to items on the IWO measures 74.4%

and 65.7% of the time respectively. On the Children's Science Curiosity Scale, the

subjects' (n =112) mean score was 111.8 out of 150 (SD =19.7). The reported mean (M

= 107) for a sample of 108 fûth grade students used in the development of the scale

(Harly & Beall, 1984) was exceeded by the present sample. A parental-rating (n =130) of

the child's curiosity produced a mean of 4.2 on a Cive-point scale (SD = 0.9). Likewise, a

rating of the degree to which the child seeks answers produced a mean of 4.2 (SD =0.8).

Extrapolations made from parental-descriptions of the child's attitude towards school (n =
127), resulted in 64.6% of the subjects having positive attitudes towards school. 15.0%

having neutral attitudes, and 20.5% of the subjects having 50mewhat negative attitudes.

Thus tests Laken and parental-ratings obtained in 1984 show the subjects to be a generally

curious group with favourable attitudes towards schoo\. Motivation to learn thus seems

characteristic of the sample, al1d could explain the high levels of multipotentiality 50 far

observed.

The last type ofevidence for multipotentiality ;:- tlùs sample cornes from scores on

the Strong Interest Inventory (Sn). Such results are available from the 1993/94 (1: = 110)

and 1984 (n = 103) administrations. Table 4 contains summary data of these and related

scores. As can be seen, mean scores have increased while standard deviations have

decreased over the ten-year interval. Therefore it seems that interests have increased with

time, as was previously indicated by the higher self-rating of multipotentiality for 1993194,

as compared to that for 1984. There are exceptions to this pattern, however. Three

scores calculated from obtained sn scores-HoUand's (1985) measure of differentiation,

Iachan's (1984) measure of differentiation, and HoUand's measure of consistency which,
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Table 4
Strong Interest Inventory Scoresfrom 1984 and 1993194

Variahle 1984 SIl Scores (n = 103) 1993/94 Sil Scores (n = 110)

Ran!!e Median Mean SD Ran!!e Median Mean SD

total of all 6 146- 269 264.3 60.1 178- 273 275.1 37.8

GOT scores 425 379

#GOT> 0-6 0 0.9 1.7 0-6 1 1.1 1.3

"mod. hi!!h"

#BIS> 0-22 3 4.5 5.3 0-17 5 5.8 4.0

"mod. hil!h"

# Holland categ. 0-6 4 3.6 1.3 0-6 4 4.4 1.0

w/OS>40

% "Iikes"-- 1-82 18 22.0 18.3 5-75 22 24.1 13.4

occuoations

% "Iikes"-- 0-99 31 31.7 22.6 3-94 36 37.9 17.7

school subiects
% "likes"-- 0-99 31 33.2 21.9 8-87 41 38.5 15.3

~l,!I'e activities

Holland 5-33 15 15.4 5.6 4-35 21 20.6 7.0

differentiation*

Iachan 14·37 25 24.8 4.8 19-34 27 26.6 3.5

differentiation*

consistency* 1·3 3 2.4 0.7 1-3 3 2.5 0.7

Note. Only 61 of the subjects overlap across the two Sil administtations.
** Expect an inverse relationship between these variables and multipotentiality, therefore

expect these scores to have decreased with time.

theoretically, should be inversely related to multipotentiality, are not indicative of
increased multipotentiality with lime.

If the absolute magnitude of the values of the SIl scores is examined, evidence for

the existence of multipotentiality becomes further complicated. If the 1993/94 data are
examined for instance (the same argl1ments apply to the 1984 data), the Mean percentage
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of "Iike" responses (as compared to "indifferent" or "dislike") to the 39listed leisure
activities was 38.5%; to the 36listed school subjects was 37.9%; and to the 131listed
occupations was 24.1%. These numbers suggest a diversity of interests, as do
extrapolations made from Occupational Scale (OS) and Basic Interest Scale (BIS) scores.
Subjects received one point for each of the six Holland (1985) themes in which they had
an OS score equal to or greater than 4O--what Hansen and Campbell (1985) have rated as
high. Thus out of a possible six, the mean number of OS scores equal to or greater than
40 was 4.4 (SD = 1.0). The mean number of BIS scores earning a rating of "moderately
high" or above was 5.8 (SD = 4.0) out of a possible 23. In both cases, the obtained mean
scores are great enough to indicate a diversity of strong interests. But in the case of the
Genera! Occupational Theme (GOT) scores-othe "backbone" of the Sll--neither the
number of GOT scores ator above the "moderately high" level (M =1.1 out of6, SD =
1.3), nor the absolute values of the GOT scores imply particularly high interest levels.
Thus strung interests are occurring within a single Holland theme, which is not particularly
suggestive of multipotentiality, although there could still be a range of interests within that
theme. The absolute values of the six GOT scores, as weil as of the 23 BIS scores, are
also lower than those of the nonnative sample. Both GOT and BIS scales were
standardized to have a mean of 50, based on th~ scores obtained by the nonnative sample.
Table 5 comparr.s GOT and BIS scores from the present sample with those of the
nonnative sample. The present sample's scores are generally lower than those of the
nonnative samp!e, indicating weaker interests and failing to support the previous evidence
for multipotentiality.

To summarize, (a) self-ratings of multipotentiality and related characteristics, (b)

reported leisure activities, career goals, and career-oriented concerns, (c) IQ scores and
post-secondary educational attendance, (d) tested and parental-ratings of attitude towards
learning, lu'Id (e) sorne scores from the sn, all indicate high levels of multipotentiality in
the present sample. Other scores from the Sil (the absolute value of the GOT and BIS
scores, as weil as measures of differentiation and consistency) 1.10 not indicate high levels
of multipotentiality. Tmn together, this investigator posits that many of the subjects are
indeed multipotentialed, and that the Sil is not an adequate indicator of such. Whether or
not this is true, however, is still to be established.

Various DefinitionsIMeasures of Multipotentiality
In order to further describe the sample and elaborate upon the concept of

multipotentiality, it was necessary to utilize a working-defmition of multipotentiality. As
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Table 5

Comparison of1984 and 1993194 GOT and BIS Scale Scores with the Norm Grollp

NormGroup* 1984Sample 1993/94 Sample
Scale Sex (n =600)' (n =103)" (n =110)'"

Mean SD Mean SD Mean SD

realistic f 46.5 9.1 41.2 10.4 43.9 9.3

GOT m 53.5 9.6 46.5 10.1 46.5 9.3

investigative f 48.9 10.3 46.0 12.2 49.3 9.7

GOT m 51.1 9.6 45.6 11.3 49.1 9.4

artistic f 52.6 9.2 42.5 10.8 53.5 8.9

GOT m 47.4 10.1 48.3 9.9 48.2 10.1

social f 50.1 10.2 43.9 12.5 51.4 10.5

GOT m 49.9 9.8 37.8 12.6 43.0 9.7

enterprislng f 49.2 9.4 44.7 10.7 43.7 8.7

GOT m 50.8 10.5 43.8 10.8 39.9 8.9

conventional f 49.6 10.4 45.5 11.7 45.9 9.4

GOT m 50.4 9.5 43.9 11.9 41.7 8.7

agriculture f 47.9 9.9 43.6 7.1 43.2 9.4

BIS m 52.1 9.7 43.6 6.5 43.4 7.9

nature f 50.7 10.1 41.6 11.3 45.6 11.5

BIS m 49.3 9.9 37.3 9.9 41.4 11.1

adventure f 47.3 9.5 46.5 10.9 50.6 11.6

BIS m 52.7 9.7 53.5 9.5 56.9 10.1

military acL f 46.9 8.1 48.3 9.1 46.3 9.2

BIS m 53.1 10.8 54.9 12.1 49.2 9.9

mech.activ. f 46.7 9.1 44.4 10.1 46.6 9.4

BIS m 53.3 9.7 50.0 9.9 50.0 10.0

science f 48.6 10.0 48.7 10.4 49.8 10.2

BIS m 51.4 9.8 51.8 10.0 51.9 9.1

mathematlcs f 48.7 9.9 49.7 10.2 51.1 10.5

BIS m 51.3 10.0 48.9 9.5 50.0 10.7

med.scienœ f 49.1 10.1 47.0 10.4 48.8 11.3

BIS m 50.9 9.8 44.6 10.4 44.3 10.7
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med service f 50.2 10.6 50.9 11.0 52.1 10.2

BIS m 49.8 9.4 45.0 9.4 45.5 8.1

musicJdrnma f 53.1 9.0 49.1 10.1 54.9 9.0

BIS m 46.9 9.9 42.2 9.3 48.0 8.8

art f 53.5 9.0 50.6 10.5 54.9 8.8

BIS m 46.5 9.8 44.6 9.5 46.2 10.6

writing f 52.5 9.0 48.4 10.6 53.6 10.1

BIS m 47.5 10.3 42.1 9.5 48.3 10.4

teaclùng f 50.0 10.4 48.7 11.9 55.3 9.1

BIS m 50.0 9.6 39.4 11.3 48.4 11.0

soc. science f 51.7 10.2 45.4 10.0 55.0 10.7

BIS m 48.3 9.5 40.6 9.2 44.2 9.8

athletics f 46.9 9.3 43.7 9.0 45.5 9.6

BIS m 53.1 9.8 47.9 10.1 50.5 9.6

domest. acL f 54.1 9.1 47.6 12.4 55.2 9.5

BIS m 45.9 9.1 40.7 11.2 44.9 7.1

rellg. activ. f 50.4 10.1 43.6 9.3 47.4 9.7

BIS m 49.6 9.9 40.4 9.1 42.8 8.1

pub. speak. f 49.4 9.8 44.8 9.0 47.9 10.1

BIS m 50.6 10.1 45.1 9.9 46.8 9.7

law/polltics f 48.9 10.0 44.3 8.3 47.0 10.1

BIS m 51.1 8.6 45.2 10.4 47.0 10.5

merchand. f 50.6 9.9 44.6 8.7 44.0 8.3

BIS m 49.4 10.1 41.6 9.0 38.6 9.1

saies f 48.7 9.4 49.1 7.8 43.5 7.3

BIS m 51.3 10.4 48.8 8.1 43.3 7.5

bus.mgmL f 48.9 9.9 44.1 10.7 43.2 8.8

BIS m 51.1 10.0 43.1 12.0 39.9 9.8

office pme. f 51.3 . 11.1 51.1 10.4 49.2 9.1

BIS m 48.7 8.6 46.9 9.3 42.6 6.0

• Normative data from Hansen & Campbell, 1985, p. 30.

•n = 300 f & 300m; .. ft =44 f & 59 m; '" ft =40 f & 70m
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no such measure exislS. it was necessary to develop one for the present study. The self­
rating of present-day levels of multipotentiality (self-rated MP) was chosen for two
reasons. First. the definition of the concept against which subjects rated themselves had
high face validity and ilS content was validated by seven giftedness specialists who have
written extensively about multipotentiality (see Appendix Cl. Second, of the 32 potential
measures of multipotentiality that this investigator isolated from the data. this one had the
broadest levels of concurrent validity (see Appendix El). Self-rated MP correlated at the
.0 llevel of significance with a sum of the varieties of interests and ability, variety of
ability, number of leisure activities ever participated in. and percentage of "like" responses
indicated for leisure activities on the 1993194 sn; and at the .05 level of significance with
self-rating of multipotentiality for 1984, variety of interests, number of leisure activities

participated in last year, and from the 1993/94 S1I, with the total GOT score, number of
high BIS scores, and percentage of "Iike" responses indicated for school subjects.

Thus, as indicated in Table 6, self-rated MP was related to other self-ratings,
participation in leisure activities, and 1993/94 S1I scores. This provides good support for
the contention that this working-definition is a valid measure of multipotentiality. This
measure did not, however, significantly correlate with the number ofcareer goals or the

1984 S1I scores. Perhaps multipotentiality does not operate in the vocational realm. Or
perhaps the number ofcareer goals does not provide a valid indication of multipotentiality
within this sarnple, given the stage of development of most of the subjects. With an
average age of 20.2 years, and as most of the subjects are still students (88%), it is ükely
that many of the subjects are in the midst ofcareer decision-maldng. This could result in

many of the subjects having multiple career goals, regardiess of and masklng level of
multipotentiality. Alternately, the process of career decision-making itself (narrowing

choices) could also have artificially restricted ail subjects' number of reported career goals.

The lack of relationship between self-rated MP and the 1984 sn scores could be

explained in at least two different ways. First, levels of multipotentiality may have
changed within the subjects between administrations of the sn--sometime during each

subject's adolescent years. Perhaps multipotentiality was not stable in 1984, or perhaps
multipotentiality only comes into play after an accumulation of a certain number of
experiences or when one is old enough to make one's own choices. But these hypotheses

are somewhat weakened by the fact that self-rated MP is significantly correlated Cp < .01)
with 1984 parental-ratings of the child's answer-seeking. Also, while not reaching

significance, the direction of relationship is as expected between self-rated MP and severa!

other 1984 measures--the Creative Activities Checklist, parental-rated curiosity, and the
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Table 6
Correlations Between Self-Rated MP and Other Potential Measures ofMP

Variable df r D

self-rated MP for 1984 105 .223 <.05
varietv of interests 108 .209 <.05
variet"' of abilitv 108 .403 <.01

sum of variety of interest & ability 108 .360 <.01
Creative Activities Checklist (1984) 57 .255 n.s.
leisure activities ever oarticioated in 97 .270 <.01

leisure activities oarticioated in last vear 108 .234 < .05
leisure activities would have oarticioated in if chance 103 .127 n.s.

# career I!oals oresentlv considerinl! 108 -.090 n.s.
# career goals listed on Mv Vocational Situation 104 .087 n.s.

total # career goals ever considered 108 .034 n.s.
'94 total of all 6 GOT scores 107 .228 <.05

'94 # GOT> "moderatelv hil!h" 107 .141 n.s.
'94 # BIS> "moderatelv hil!h" 107 .206 <.05

'94 # Holland catel!ories wl OS > 40 107 .015 n.s.
'94 % "likes"·-occuoations 107 .158 n.s.

'94 % "likes"--schooJ subiects 107 .237 <.05
'94 % "Iikes"--leisure activities 107 .280 <.01

'94 HoDand differentiation 107 ·.006 n.s.
'94 Iachan differentiation 107 .143 n.s.

'94 consistency 107 .038 n.s.
'84 total of all 6 GOT scores 58 -.119 n.s.

'84 # GOT> "moderately hiRh" 58 -.090 n.s.
'84 # BIS> "moderatelv hiRh" 58 -.062 n.s.

'84 # Holland catel!ories wl OS > 40 58 -.047 n.s.
'84 % "likes"-occuoations 58 -.075 n.s.

'84 % "Iikes"·-school subiects 58 -.026 n.s.
'84 % "Iikes"-leisure Ilt:tivities 58 -.038 n.s.

'84 HoDand differentiation 58 -.Q10 n.s.
'84 Iachan differentiation 58 -.095 n.s.

'84 consistencv 58 .003 n.s.

SSI (see Table 6). A second explanation for the lack of relationship between self-rated
MP and the 1984 SIl scores is that the 1984 SIl scores are not valid--either because the
instrument is not valid for such young subjects (mean age =10.7 years) 01' because some
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of the subjects purposefully responded inaccurately. As the subjects were administered
many measures during the 1984 Summer Programs. it is quite likely that sorne of them
failed to respond to the oost of their abilities. These hypotheses are somewhat supported
by the fact that the stability of the SIl over the ten-year period OOtween administrations
was fairly low (see Appendix E2).

In order to further investigate the concept of multipotentiality--what exactly it is,
when and where it occurs, what outcomes it promotes, and so on-othe working-defmition
that will 00 utilized will 00 that of self-rated MP. "Plis measure was constructed to 00 of
high content validity and was found to 00 highest in concurrent validity when compared to
31 other potential measures of multipotentiality. Further analysis of the data may shed
more light on the appropriateness of this measure.

Correlates of Multipotentiality
In order to leam more about the concept of multipotentiality by comparing

subjects with varying levels across a numOOr of variables, severa! types of statistical
analyses were performed. The fll'st of these analyses were correlations and partial
correlations. In each case, self-rated MP was used to determine each subject's level of
multipotentiality: 45 subjects were thus classified as having a high level of MP, 54 subjects

as having a moderate level of MP, and Il subjects as having a low level of MP. The 80

subjects who did not complete the self-rated MP measure were not included in these
analyses. This investigator realizes that it is not ideal to utilize ordinal data in such

analyses (cf. Glass & Stanley, 1970), but this seemed the only practical way in which to

analyze the data.
Correlations between self-rated MP and 58 other variables are found in Table 7.

Without conttolling for possible extraneous influences, eight of the correlations were

found to be significant at the .0 lleve! and six at the .05 level. Ali correlations were low,

but the fmdings provide direction for further research in this area. Perhaps if this measure
had been more discriminating, more and sttonger correlations would have resulted. The

sarne can also be said if a different sarnple had been used--one in which there were as
many nonmultipotentialed as multipotentialed subjects. As it was. however. all of the
significantcorrelations and most of the nonsignificant correlations fell in the expected

direction.
80th SES and verbal IQ were significantly correlated (p < .OS) with

multipotentiality. Perhaps the additional experienees available to a child raised in a higher

SES home Coster the development of multiple interests and abilities, or even the
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Table 7
C"rrelations Between Self-Rated MP and Other Variables

Variable df r TJ

a,ge lOS -.039 n.s.
education level lOS -.OSO n.s.
SES of parents 99 .220 <.05
'S4 verbal 10 107 .202 <.05

'S4 nonverbal 10 lOS .OSO n.s.

'84 creativitv/diverl!ent thinkinl! 105 .050 n.s.

'S4 Creative Activities Checklist 57 .255 n.s.

leisure activities ever oarticioated in 97 .270 <.01

# career I!oals listed on My Voc. SituaL 104 .OS7 n.s.

varletv of interests lOS .209 <.05
varlety of abilitv lOS .403 <.01

sum of varietv of interests & abilitv lOS .360 <.05
varlety of ooportunity lOS .047 n.s.

self·rated MP for 1984 105 .223 <.05

'84 oarental-ratinl! of answer-seekinl! 78 .345 <.01

'84 oarental-ratini! of curiositv 78 .146 n.s.

'84 Children's Science Curiosity Scale 70 -.128 n.s.

'84 SChOllI Sentiment Index 76 .120 n.s.

'84 learninl! subscale of SSI 76 .024 n.s.

total exoerience with 41 moderators 108 .170 n.s.

total benefit from 41 moderators 108 .OS3 n.s.

Vocational Identitv Scale 108 -.025 n.s.

difficultv ofcareer-decidini! (hard-easy) 107 -.126 n.s.

fee1 while career-decidini! (bad-200d) 106 .120 n.s.

confident will fmd career & be happy 108 .112 n.s.

satisfaction with career 107 .001 n.s.

satisfaction with self 107 .053 n.s.

satisfaction with liCe 107 .057 n.s.

total overall satisfaction 105 .020 n.s.
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congruence btw. '84 & '94 Holland type 58 .022 n.s.

'94 total of all 6 GOT scores 107 .228 <.05

'94 # GOT> "moderatelv hil!h" 107 .141 n.s.

'94 # hil!h GOTs CO. 1.2-6) 107 .114 n.s.

'94 # high GOTs O. 2-3. 4-6) 107 .lIS n.s.

'94 # BIS> "moderately high" 107 .206 <.05

'94 # Holland catel!ories wl OS > 40 107 .015 n.s.

'94 % "Iikes"--occuoations 107 .158 n.s.

'94 % "likes"--school subiects 107 .237 <.05

'94 % "likes"--Ieisure activities 107 .280 <.01

'94 academic comfort 107 .200 <.05

'94 intro/extraversion 107 -.286 <.01

'94 Holland differentiation 107 -.006 n.s.

'94 Iachan differentiation 107 .143 n.s.

'94 consistencv 107 .038 n.s.

'84 total of all 6 GOT scores 58 -.119 n.s.

'84 # GOT> "moderatelv high" 58 -.090 n.s.

'84 # hil!h GOTs CO. 1. 2-6) 58 -.134 n.s.

'84 # high GOTs O. 2-3. 4-6) 58 ·.116 n.s.

'84 # BIS> "moderately high" 58 -.062 n.s.

'84 # Holland categories wl OS > 40 58 -.047 n.s.

'84 % "Iikes"--occuoations 58 -.075 n.s.

'84 % "likes"--school subiects 58 -.026 n.s.

'84 % "likes"--Ieisure activities 58 -.038 n.s.

'84 academic comfort 58 -.010 n.s.

'84 introlextraversion 58 .062 n.s.

'84 Holland differentiation 58 -.010 n.s.

'84 Iachan differentiation 58 -.095 n.s.

'84 consistency 58 .003 n.s.
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motivation to learn and do more. Likewise. IQ may do the same. Anothcr Hnding which
supports this contention. i5 the fact that the 1984 parental-rating of answer-seeking is also
significantly (p < .01) related to multipotentiality. It is difficul!, however, to draw fmn
conclusions as the range of SES and IQ in this sample was quite restricted.

Subjects' self-ratings of variety of interests. variety of ability. the SUffi of these two
variables, and that of multipotentiality for 1984 were also significantly related to
multipotentiality. The retrospective self-rated MP measure is not given too much weight
due to its potential unreliability, but the other three measures offer sorne insight into the
phenomenon of multipotentiality. The variety of ability variable reached a higher level of
significance (p < .01) and had a correlation twice as large as the variety of interests
variable, indicating that ability is more closely related to multipotentiality than are
interests. And while the sum of these two variables reached significance, together they
account for less variance than did the ability variable alone. The number of leisure
activities ever participated in also reached significance (p < .01). This is not surprising
due to the signiflcance ofcorrelations with SES and IQ. but whether the relation is
moderated by ability, interes!, or motivation is unclear. The whole concept of "leisure
activities" implies engaging in activities which are pleasurable, but is pleasure derived from

success due to sufficient ability or from the pursuit and fulfillment of interests?
severa! of the 1993/94 sn variables were significantly correlated with

multipotentiality. Despite the fact that this sample's GOT scores were 10wer than the
norm (see Table 5), the total of ail six GOT scores was found to be signiflcantly correlated
(p < .05) with multipotentiality. The three variables having to do with the number of high
GOT scores (number of the six scores greu'~r than or equal to "moderately high"), did not

reach significance. Gaeddert and Hansen (1993) had suggested one of these measures as
heing a good indicator of interest diversity: 1 high GOT score signifled a narrow range of

interests while 4-6 such scores signified a wide range of interests (especially as at least two

of these scores had to he on opposing sides of Holland's hexagon, and thus represented

theoretically very different types of interest). Since Gaeddert and Hansen were not sure
what to do with those who had no high GOT scores··Swanson and Hansen (1986) have

stated that profile elevation leads to important differences, while Gottfredson and Jones
(1993) have stated thatelevation is characteristic of an outgoing response-style and thus is

not an important consideration--they simply omitted them from their analysis. Aside t'rOm
this problem, the Gaeddert-Hansen measure of interest diversity seemed an ideal measure

of multipotentiality--it combined strength and diversity of interests. Unfortunately this

measure, while reaching levels of significance in correlations with other variables on the
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Sil. did not do so with self-rated MP or other nonSIl measlll'l:'s of multipotentiality (see

Appendix El). Due ta the dearth of subjects who actually had two or more high GOT

scores. it was not possible to ascertain whether or not those who had no high GOT scores
fit into a simple pattern with low levels of MP, or whether they broke the pattern. The

nurnber of high BIS scores was significantly correlated with multipotentiality. This is not
surprising as this measure is more sensitive than the high GOT measures: There exist

several BIS scales within each GOT scale.

Neither Holland's (1985) nor Iachan's (1984) index of differentiation was

significantly related ta rnultipotentiality. Theoretically they should have been inversely

related since the concept of differentiation implies narrow rather than diverse interests.

The correlation of multipotentiality with the Iachan index did not fall in the expected

direction. In facto the Iachan index was positively and significantly correlated with other

SIl variables which measured strength of interests (see Appendix El). This finding refutes

Gottfredson and Jones' (1993) statement that the Iachan index measures differentiation

independent of elevation. Holland's measure ofconsistency also failed ta significll.,tly

correlate with multipotentiality. The inverse correlation which would have been predicted

theoretically. as consistency requires that interests be closely related rather than diverse

(further apan on Holland's hexagon), was not found. Again. measures taken from the SIl,

which are theoretically related to multipotentiality, have failed to show any significant

relationship.

Further measures from the 1993/94 SIl did, however, correlate significantly with

multipotentiality. The percentage of "like" responses ta school subjects and to leisure

activities were both significant, while that of occupations was nol Does this reflect the

general nature of career decision·making as a narrowing process? While it is possible to

take a variety of school subjects and engage in a variety of leisure activities, it is less easy

to participate in a variety ofoccupations without suffering ill·effects. Did the subjects··

multipotentia1ed or not··restrict their affmnative responses to the occupations? Perhaps

since occupations are typically more permanent, time·consuming, and "important" than

other activities, subjects were more strict in their responding·style. For a variety of

reasons it is probably easier ta dislike an occupation than a "free time" activity. It is also

possible that the range of career choices was restricted within this sample··many sought

traditional and professionaily-oriented occupations··and thus the sn was unable ta

differentiate between individuals in this manner. This seems odd, however, considering

that there are over three times as many occupations listed on the SIl than there are school

subjects or leisure activities. Nevertheless. as most of the sample are presently in the
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middle of their career decision-making, Ibis could restrict their responding-styles. An

older (or younger) sample could help to isolate this factor. It could also be that
multipotentiality exists more in the avocational than vocational realm.

Academie comfort level and degree of extraversion were also significantly
correlated with multipotentiality. Academie comfort could be related to IQ or to attitude
towards learning, both of whiclt also relate to multipotentiality. Extraversion could
indicate an outgoing personality where extemally-oriented activities rather than
introspection is preferred. This also maltes sense with regard to multipotentiality.

What maltes less sense is why none of the 1984 sn variables was significantly
correlated to multipotentiality. In fact, the direction of relationship between the 1984 sn
variables and multipotentiality is not even as eXpl".cted. As previously discussed, Ibis could

be due to changes in multipotentiality levels within the subjects, between administrations
of the sn. Again, this seems unlikely as other variables obtained in 1984 do support the
stability of multipotentiality hypothesis. The lack of relationship could also be due to the
unreliability of sn scores obtained from such young subjects (mean age =10.7 years):
One subject remembered that he and sorne friends had purposely "goofed around" while

completing the test ten years ago.
The variables from Table 7 were also analyzed with partial correlations which

controUed separately for sex, age, SES, educationallevel, verbal IQ, nonverbal IQ, and a
combination of ail six factors. HoUand (1985) has stated that it is important to control for

such factors--and also race (which WOlS 100 confounded for this Canadian investigation)-­

when working wilbin bis theory. The partial correlations general1y increased minimally

from the original correlations, and a summary of those that reached significance are
reported in Table 8, Four additional correlations reached significance Cp < .05): 1984

Creative Activity Checklist, total benefit derived from the 41 moderator variables,
confident will fmd a career to be happy with, and pereentage of "like" responses to
occupations on the 1993194 sn. Interestingly. controlling for extraneous factors allowed

the relationship to be displayed between seif-rated MP and both benefit from career­
related experiences and predicted future satisfaction with one's career. Therefore it could

be that multipotentiality is minimally beneficial. Alternately. multipotentialed individuals
may utilize a more optimistic response-style.

Thus significant correlations between self-rated MP and several other variables

have been found. As multipotentiality lever increased. so did verbal IQ. parental SES.

answer-seeking. and interest in leisure activities and school subjects. Overal1 interest
levels on the 1993194 sn. but not on the 1984 sn. increased with MP level. Self-rated
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Table 8

Significant Partial Correlations Between Self-Rated MP and Other Variables

Variable Covariate

None Sex Aee SES Educ vlO IlvlO Ali-
SES of parents * * * -- ** * * *
'84 verbal la * * * n.s. ** -- * *

'84 Creative Act. Cheekllst n.s. * * * * * * *
leisure aet. ever oartlclo. ln ** ** ** ** ** ** ** **

varielV of Interests * ** * n.s. n.S. ** * **
varletv of abililv ** ** ** ** ** ** ** **

sum of var. of lnt. & abl!. * ** ** ** ** ** ** **
self-raled MP for 1984 * * * * * * * *

'84 oar·rated answ·seeklnl! ** ** ** ** ** ** ** **
total benefits of 41 moder. n.s. n.s. n.s. n.s. n.S. n.s. n.s. *
confident haoov wl eareer n.s. n.s. n.s. n.s. n.s. n.s. n.s. *
'94 total of 6 GOT scores * * ** * ** ** ** *
'94 # BIS > "mod. Weh" * * * * * * * *

'94 % "likes"--oceun. n.s. n.s. * * * n.s. n.s. n.s.

'94 % "likes"--sehool subi. * * ** ** ** * ** *
'94 % "likes"·-Ielsure aet. ** ** ** ** ** ** ** **

'94 aeademie eomfort • • • * * n.s. * n.s.

'94lntrolextraverslon' •• *• ** ** ** ** ** **

, Negative relationship between extraversion and self-rated MP.

*P< .05; .* P < .01

variety of interests and ability, as weil as the number of leisure activities ever participated

in, followed this same pattern. Holland's (1985) constructs of differentiation and

consistency did not, however, correlate significantly with multipotentiality, and thus do

not seem to be effective measures of multipotentiaIity as anticipated. Neither did the

Gaeddert-Hansen (1993) diversity measure correlate significantly with MP level.

Therefore using the SIl to identify multipotentiaIed individuaIs does not appear to be

feasible.
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Comparisons Between Groups Differing in Degree of Multipotentiality

In order to test whether or not the three groups of subjects with different MP

levels differed significantly on levels of other variables, the ANDVA procedure was

utilized. As can be seen in Table 9, nine of the variables reached significance with
differences in levels between at least two of the three groups of subjects. To isolate where

the significant differences lay, Student-Newman-Keuls multiple comparisons were

performed with those variables, as weil as for severa! others which seemed to approach
the values necessary ta reach significance (as indicated on Table 9). Basically, those

variables for which correlations with multipotentiality had been significant also reached

significance in these procedures.

Although neither SES nor verbal IQ reached significance in the ANDVA, the

results were in the expected direction. And on the multiple comparisons, significant

differences between the moderate and high MP groups were found. The small size of the
low MP group probably accounts for the lack of significance between this and the high

MP group--both in this instance and in others ta follow. The fact that SES of parents and

verbal IQ were found to be elevated in the high MP group could explain the subjects'

varied interests (due to more experiences made possible with higher SES parents), varied

abilities (due ta higher IQ and more experiences to develop abilities), and higher

motivation levels (passed on by higher SES parents or accompanying higher IQ).

With the ANDVA, variety of interests, variety of ability, and the combination of

bath of these variables reached significance. Multiple comparisons showed that the low

MP group scored significantly lower than the moderate and high MP groups on the variety

of interests variable, the variety of ability variable, and a combination of bath of these

variables. Significant differences were also found between the moderate and high MP

groups on variety of ability and the combined variety of interests and ability variables.

Although not significant in the ANDVA, self-rated multipotentialed fc. 1984 did reach

significance on the multiple comparisons procet:~e--being higher in the high than low MP

group.

Although still self-report, the more behaviourally-based variable--number of leisure

activities ever participated in--reached significance (p < .05) in the ANDVA. Multiple

comparisons showed the difference to lie between the low and high MP groups, with the

high MP group having been involved in more leisure activities. Furthermore, two

measures obtained in 1984 also provide converging t'vidence for the validity of the

concept of multipotentiality. !)~ores on the SSI were significantly different in the

ANDVA f.;J < .05), and multiple comparisons showed the difference to be between the low
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1

Variable Mean (SD) F df p< groups

(ross. reSD. ranee) lowMP modMP hil!h MP differinJ!*

20.091 20.093 19307

age (1.300) (1.581) (1.616) 0.180 2.105 .835 n.s.

n= 11 n=54 n = 43 1

education 4.636 4.370 4.289
level (1.206) (1.263) (0.944) 0.410 2.107 .662 n.s.

(1- 7) n = 11 n=54 n=45

SES of parents 57.545 59.673 65.049

(0 - 75) (17.512) (13.384) (9.869) 2.680 2.98 .074 mod/high

n= 11 n=49 n =41

'84 verbal 122.818 123.685 128.773

JQ (10.713) (12.224) (11.549) 2.600 2. 106 .079 mod/high

n= 11 n=54 n=44

'84 nonverbal 44.182 46.944 46.933

JQ (10.167) (7.617) (5.141) 0.760 2. 107 .468 n.s.
n:: 11 n=54 n=45

'84 creativityl 51.000 52.000 53.512

divergent (14.560) (20.296) (14.530) 0.130 2.104 .877 n.s.

tlùnkinJ! n= 11 n= 53 n=43

'84 Creative 9.833 15.900 18.087

Activ. Checklist (6.853) (8.731) (8.496) 2.270 2.56 .112 n.s.

(0 -74) n=6 n=30 n =23

leisure activities 10.500 16.857 19.775

ever partici!,. in (5.563) (9.025) (10.277) 4.140 2.96 .019 lowlhigh

n= 10 n=49 n=4O

# career goals 2.667 3.679 3.659

listed on My (1.500) (2.007) (2.079) 1.030 2. 103 .359 n.s.

Voc. Situation n=9 n=53 n=44
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variety 3.400 3.788 3.844 low/mod

of intereslS (0.699) (0.412) (0.367) 4.472 2. 104 .014 low/high

(1 - 4) /1 = 10 /1 = 52 11=45

variety 3.300 3.577 3.889 low/mod

ofability (0.483) (0.537) (0.318) 9.695 2.104 .000 lowlhigh

(1 - 4) n=1O 11=52 11=45 mod/hi.eh

sum of variety of 6.700 7.365 7.733 low/mod

interests & ability (1.059) (0.817) (0.580) 8.470 2, 104 .000 lowlhigh

(1 - 8) 11= 10 11=52 11=45 mod/hil!h

variety 3.500 3.423 3.467

ofopportunity (0.527) (0.637) (0.694) 0.0811 2, 104 .916 n.s.
(1 - 4) n = 10 n=52 11=45

self-rated MP 1.400 1.906 2.114

for 1984 (0.699) (0.838) (0.868) 3.050 1,104 .052 lowlhigh

(1 - 4) 11= 10 11=53 11=44

'84 parent-rating 3.375 4.159 4.424 low/mod

of answ.-seeking (0.916) (0.745) (0.663) 6.700 2,82 .002 low/high
(1 .. 5) 11=8 /1 = 44 11=33

'84 parent-rating 3.750 4.159 4.273

of curiosity (1.035) (0.805) (0.944) 1.130 2,82 .328 n.s.
(1 .. 5) 11=8 11=44 11=33

'84 Children's S;,;i. 114.000 116.632 110.120

Curiosity Scale (10.640) (19.044) (18.415) 0.950 2,66 .391 n.s.
( 0 .. 150) 11=6 11=38 11=25

'84 School 44.333 58.250 56.200 low/mod

Sentiment Index (16.330) (11.413) (11.427) 3.567 2,74 .033 lowlhigh
(1 .. 75) n=6 n=36 11=35

'841earning ..tOoo 4.722 4.514

subscale of SSI (1.414) (1.137) (1.358) 0.907 2,74 .408 n.s.
(0 .. 7) n=6 11=36 11=35

total experience 50.700 59.327 60.822

w/41 moderators (17.563) (15.244) (13.965) 1.885 2,104 .157 n.s.
eo .. 123) Il = 10 11=52 11=45
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total benefit 40.100 52.365 48.378
fr. 41 moderators (17.013) (18.353) (16.501) 2.238 2,104 .112 n.s.

(0-123) n =10 n=52 n =45

Vocational 12.727 11.528 11.711
Identity Scale (4.901) (4.802) (4.551) 0.296 2, 106 .745 n.s.

(0 - 17) n= 11 n = 53 n-45

difficulty of 3.364 :2.833 2.767

career-deciding (1.206) (1.145) (1.109) 1.237 2, 105 .295 n.s.

o hard - 5 easv) n = 11 n=54 n=43

feel while 3.182 3/44 3.651

career-deciding (1.250) (1.058) (1.021) 1.000 2, 105 .371 n.s.

(1 bad - 5 2ood) n = 11 n=54 n=43

confid~ntwill be 3.909 4.204 4.233

happy wl career (0.701) (0.786) (0.812) 0.766 2.105 .467 n.s.
(1- 5) n = 11 Il = 54 n=43

satisfaction 13.100 12.923 12.91"1

with career (3.381) (2.903) '" ,..-., 0.017 2.104 .983 n.s.,J.V/'+,

(1 - 17) n= 10 n=52 n=45

satisfaction 13.300 13.692 13.667

with self (3.129) (2.271) (2.523) 0.109 2,104 .896 n.s.

(l - 17) n= 10 n=52 n=45

satisfaction 13.400 13.115 13.289

with life (2.797) (?749) (3.389) 0.060 2.104 .942 n.s.

o -17) n= 10 n=52 n=45

total overall 39.800 39.731 40.067

satisfaction (8.483) (6.634) (6.837) 0.029 2.104 .971 n.s.

(l - 51) n= 10 n=52 n=45

congruence 12.714 12.310 12.958

btw. '84 & '94 (l0.515) (8.808) (8.705) 0.Q30 2.57 .966 n.s.

Holland types 11=7 n=29 n=24

'94 total 252.455 273.370 283.318

ofall6 (37.633) (37.568) (38.713) 3.164 2.106 .046 lowlhigh

GOT scores n= 11 n-54 n-44
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'94 #GOT> 0.818 1.019 1.341

"mod. high" (1.250) (1.107) (1.509) 1.098 2. 106 .337 n.s.

(0 - 6) n = II /1 = 54 n=44

'94#BIS> 3.727 5.593 6.614

"mod. high" (3.823) (3.888) (4.150) 2.471 2,106 .089 n.s.

(0 - 23) n = 11 n=54 n=44

'94 # Holland 4.273 4.463 4.409

caleg. wl OS >40 (1.104) (0.926) (1.127) 0.160 2,106 .851 n.s.
(Q·6) n= Il n=54 n=44

'94 % "likes" 19.364 23.278 25.955

--occupations (11.775) (11.953) (15.289) 1.206 2,106 .303 n.s.

n = 11 n=54 ," = 44

'94 % "likes" 32.182 34.593 42.341

--school subjeclS (9.031) (17.899) (17.734) 3.044 2,106 .052 modlhigh

n = Il n=54 n=44

'94 % "likes" 27.545 37.333 42.273 low/mod

--Icisure activities (13.988) (15.199) (14.656) 4.561 2,106 .013 lowlhigh

n = 11 n=54 n=44

'94 academic 41.909 42.926 49.477

comfon (8.240) (16.016) (15.514) 2.573 2,106 .081 modlhigh

n =11 n=54 n=44

'94 60.727 52.093 48.500 low/mod

intro/extraversion (6.930) (11.053) (12.341) 5.304 2,106 .006 lowlhigh

(hll!h EV-hll!h IV) n =Il n=54 n=44

'94 Holland 20.455 20.556 20.409

differentiation (5.355) (7.518) (6.763) 0.005 2, 106 .995 n.s.

n =Il n=54 n=44

'94 Iachan 25.091 26.611 27.045

differentiation (3.145) (3.547) (3.563) 1.360 2, 106 .261 n.s.

n =Il n=54 n=44

'94 consistency 2.455 2.519 2.545

(1- 3) (0.820) (0.637) (0.663) 0.084 2,106 .919 n.s.

n =11 n=54 n=44
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'84 total 290.857 263.828 260.520

of ail 6 (86.920) (57.373) (65.140) 0.630 2,58 .536 n.s.

GOT scores n=7 n=29 n=25

'84 #GOT> 1.857 1.000 1.040

"mod. high" (2.610) (1.732) (2.071) 0.557 2,58 .576 n.s.

(0 - 6) n=7 n =29 n = 25

'84 #BIS > 6.714 4.379 4.760

"mod. high" (8.558) (5.046) (5.911) 0."-49 2,58 .640 n.s.

(0 - 23) n=7 n=29 n=25

'84 # Holland 3.857 3.448 3.520

categ. w/ OS >40 (1.574) (1.152) (1.388) 0.278 2,58 .758 n.s.

(0 - 6) n=7 n:: 29 n = 25

'84 % "likes" 26.571 22.897 21.400

--occupations (30.490) (17.674) (19.617) 0.183 2,58 .834 n.s.

n-7 n-29 n-25

'84 % "likes" 33.143 32.414 31.320

--schoo1 subjects (36.048) (23.262) (23.643) 0.020 2,58 .980 n.s.

n=7 n=29 n = 25

'84 % "likes" 36,143 32.034 32.160

··leisure activitics (33.324) (21.003) (23.572) 0.091 2,58 .913 n.s.

n=7 n=29 n=25

'84 academic 40.143 40.207 39.760

comfort (22.423) (15.925) (18.521) 0.004 2,58 .996 n.s.

n=7 n=29 n=25

'84 55.000 60.552 59.760

intro/extraversion (20.640) (13.303) (14.816) 0.397 2,58 .674 n.s.

(lùl!h EV-Iùl!h IV) n-7 n=29 n=25

'84 Holland 11.857 17.207 14.320

differentiation (2.968) (5.525) (6.638) 3.124 2,58 .051 n.s.

n=7 n=29 n=25

'84 Iachan 26.000 24.966 24.440

differentiation (7.118) (4.420) (4.925) 0.280 2,58 .757 n.s.

n=7 n=29 n-25
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'84 consistency 2.571 2.207 2.400
(1 • 3) (0.535) (0.774) (0.764) 0.866 2,58 .426 n.s.

n~7 n=29 n=25

'" Based on anaiysis with Student-Newman-Keuls multiple comparisons (p < .05).

and both the moderate and high groups (the scores in the low MP group being lower).
This same pattern of rcsults was also found for parental-ratings of answer-seeking (p <
.01). ThIL~ divergent sources of infonnation show the high MP subjects to be significantly
more interested in doing and learning than the lower MP subjects. TIùs suggests that
motivation may play a key role in the development of multipotentiality.

Three variables from the 1993/94 sn reached significance in the ANOVA (total of
six GOT scores, percentage of leisure activity "Iikes". and inlro/extraversion) and two
more reached significance on the multiple comparisons (percentage of school subject
"Iikes" and academic comfort). The low MP group had a significantly lower GOT total
than did lhe high MP group. The percentage of leisure "like~" and level of extraversion
was also significantly lower for the low than moderate or high MP groups. Lastly, the
percentage ofschool subject "Iikes" and level of academic comfort was significantly lower
for the moderate than high MP group. Thus it seems that subjects with higher levels of
multipo~ntiaiity have stronger interests--particuiarly interests in leisure activities and
school subjects, although the results for the occupationai interests were in the expected
direction. The more muitipotentialed subjects were also more extraverted and rated as
more likely to continue on with post-secondary education. Again, the motivation to
interact with the world is evidenL

Once again, not only did the 1984 sn variables fail to significantly distinguish
between the MF groups, they also fell opposite to the expected direction. It has aiready
been mentioned that this may be due to changes in MP levels over lime or to the
unreliability of the earlier sn sccres.

severa! nominal variables have not yet been examined for their relationship to
multipotentiality. since they were unsuited to the correlation and ANOVA procedures.
These variables were anaiyzed in conlIngency tables, and for the few tables in which there
were adequate subjects per cell (at least 80% of the cells having expected values of more
than five), chi-square statistics were considered. In Table la, the ooly variable to reach
significance in this manner--that of ever having had more than one career choice in mind at
the same time--is shown. This was more likely (p < .05) to be the case for high MP
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Table 10
Contingency Table ofSelf-Rated MP By Having Had 1+ Career Choice Concurrentl\'

actual tally never had 1+career did have 1+ career

(column %) choiœ concurrentlv choiœ concurrentlv total

10wMP 7 (21) 4 (5) 11

moderate MP 15 (45) 39 (51) 54

hil!h MP Il (33) 33 (43) 44

total 33 76 109

chi square = 6.539 df= 2 P< .038

Table 11
Contingency Table ofSelf-Rated MP By Desire ta Have More Occupations ta Consider

actual tally want more occup. do not want more

(column %) to consider occuo. to consider total

lowMP 6 (15) 5(7) 11

moderateMP 22 (55) 31 (45) 53

hil!h MP 12 (30) 33 (48) 45

total 40 69 109

chi square = 3.986 df=2 p < .136

Table 12

Contingency Table ofSelf-Rated MP By Sex

actual tally
(column %) male female total

10wMP 9 (13) 2 (5) 11

moderate MP 34 (49) 20 (49) 54

Iùl!h MP 26 (38) 19 (46) 45

total 69 41 110

chi square =2.188 df=2 p<.335
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subjects, while the opposite occUiTed for low MP subjects. Five variables did not reach

significance: sex, summer sehool attended in 1984, spontaneously deseribing a career

dccision-making problem dealing with overchoicc, being worried that present interests

may change. and wanting more occupations to consider. This last variable, however, did

indicate a tendency towards high MP subjects not wanting more occupations to consider,

while low MP subjects did want more occupations ta consider (see Table 11). Therefore.
carecr-related concerns were not significantly related to multipotentiality level. and neither

was sex. Again. though. there was a tendency in the sex by multipotentiality table. for

females to be more multipotentialed !han male (see Table 12). Diversity of interests was

also found to be greater for women than men in the previously referred to Gaeddert and
Hansen (1993) study.

An additional ten contingency tables. in wbich the number of cells with expected
values of less than five was greater than 20%. were examined for trends related to level of

multipotentiality. No such trends were found for the affect associated with three

variables: having more than one career choice at the same lime. and self-rated MP for the

present and for 1984. Neither were trends found -for information contained in the

elaborations requested about one's self-rated MP for the present and for 1984. ln both

cases. the majority ofelaborations referred to interests rather than ability. but in neither

case were differences between multipotentiality level noted. As previously mentioned. the

ethni.::ity variable was confounded, and most of the cells in this contingency table had

expected values of less than live. thus it was not possible ta note potential relationships

between parental heritage and MP level. There was. however. a tendency for the low MP

subjects to have less positive parental-rated attitudes toward sehool in 1984 (see Table
13).

Table 13

Conringency Table ofSelf-Rated MP By 1nferredAttitude Towards School in 1984

actual tally
(row %) neeative neutral DOsitive total

lowMP 2 (25) 4 (50) 2 (25) 8

moderate MP 5 (12) 7 (17) 29 (70) 41

bieh MP 8 (25) 5 (16) 19 (59) 32

total 15 16 50 81
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Three last contingency tables dealing with the classification of suhjects' intcrcsts hy

Holland (1985) type also contained trends to he examincd in further investigations. In
Table 14. subjects arc separated by MP Icvel and thcir primary Holland classification
(Holland theme with the highest GOT score) from the 1984 sn. In this table. therc are
fewer Investigative types rated as high MP and more rated as moderate MP than was
expected. Similarly. in Table 15 in which 1993/94 sn Holland classification is presented.

there are more low MP Investigative types than expected. Although research conceming
Holland type and interest diversity is inconclusive. previous investigators have
found the Investigative type to have lower diversity of interests (Campbell. 1971). As

weil. the tendency for Investigative types to be less multipotentialed helps to explain why
Children's Science Curiosity scores from 1984 did not incrcasc with MP lcvel as did other
measures of curiosity: The Investigative types had the highest Science Curiosity scores.

but since they tended to be 1ess multipotentiaied. Science Curiosity scores thus tended to
decrease with increases in multipotentiality. In Table 15. a tendency for Artistic types to
have the highest MP levels is also noted.

In Table 16. subjects are c1assified by the primary Holland classification of their
present career goals. As can be seen. the six subjects whose goals were not categori7.cd
into a Holland type. were ail rated as moderate or high MP. This is not surprising as those
subjects either did not report any present career goals (due to confusion with career

decision-making) or their goais were too diverse to categorize under a single Holland
theme. In this table there is also a tendency for those with Investigative career goals to be

high rather than moderate MP. Is diversity one of the characteristics of Invesligative

careers? There is aiso a trend for those with Social career goais to be rated as moderate

rather than high MP. Thus it seems that the career goals one strives for may he affecled

by one's degree of mu1tipotentiality. Further research is necessary. however. hefore any

conclusions can Ile made.
It therefore appears that subjects differing in level of MP aiso differ significantly on

severa! related variables. Higher MP subjects were found to have higher verbal IQ scores,
to be more extraverted. to have more favourable altitudes towards learning, and to come
from familles of higher SES. Possibly, females may bc more multipotentialed than males.
Higher MP subjects rated themselves as having greater variety ofinterests and ability. as
participating in more 1eisure activities, and as having had more than one career choice in

mind at one time. They aiso had stronger interests on the 1993/94 sn, especiaily in the

realms of leisure activities and school subjects.
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Table 14
Contingency Table ofSelf-Rated MP By 1984 Primary Hal/and Classification

actual tally
(column %) Realistic Investi,g, Artistic Social Entemr, Convenl. total

10wMP 3 (23) 1 (6) 1 (10) OH 0(0) 2 (20) 7

moderateMP 6 (46) 11 (65) 4 (40) OH 5 (45) 3 (30) 29

hi,gh MP 4 (3D 5 (29) 5 (50) Ol--) 6 (54) 5 (50) 25

total 13 17 10 0 11 10 61

Table 15
Conringency Table ofSelf-Rated MP By 1993/94 Primary Hal/and Classification

actual tally

(column %) Realistic Investi,g, Artistic Social Enteror. Convent. total

10wMP 1(7) 5 (19) 3 (9) 1 (6) 0(0) 1(11) 11

moderateMP 9 (60) 12 (46) 13 (37) Il (65) 4 (57) 5 (56) 54

hiJ!h MP 5 (33) 9 (35) 19 (54) 5 (29) 3 (43) 3 (33) 44

total 15 26 35 17 7 9 109

Table 16

Contingency Table ofSelf-Rated MP By Holland Classification ofPresent Career Goals

actual tally
(column %) unclear Realistic Investi,g. Artistic Social Enteror. Convent. tot.,

10wMP 0(0) 2 (12) 4 (12) 2 (13) 3 (14) 0(0) 0(0) Il

moderateMP 3 (50) 9 (56) 11 (33) 7 (47) 14 (67) 9 (56) 1 (33) 54

hiJ!h MP 3 (50) 5 (31) 18 (54) 6 (40) 4 (19) 7 (44) 2 (67) 45

total 6 16 33 15 21 16 3 11'
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Outcomes of MuItipotentiality

Evidence for the effect of MP level on such things as general well-being.
satisfaction. and career-choice difficulties is basically nonexistent. In this sarnple. degree
of multipotentiality does not seem to have led ta differential oulComes. None of the
correlations or ANOVAs between MP level and the oulCome-related variables was
significant. Based on a review of the relevant giftedness Iiterature. it was expected that as
MP level increased. positive outcomes would decrease. This trend was noted in just two
of the correlations in Table 7: Vocational Identity (Vn Scale scores and difficulty of
career decision-making. The other oulCome variables. which were more affective than
cognitive in nature (affect during career decision-making. confidence that an enjoyable
career will he found. and satisfaction with career. self. and Iife) were positively related to
degree of multipotentiality. The relevant ANOVA data from Table 9 show this sarne
pattern of results: The high MP group had slightly lower VI SCale scores and more
difficult career decision-making. but more positive affect during career decision-making
and more confidence that a career would he found which wouId malce them happy. Again.
none of these trends was significant, but the possibility exists that for high MP subjeets.
more difficult career decision-making and positive outeomes are not incompatible. Thus it
may he that multipotentiality is lIctually heneficial. despite the overchoice it can produce.

There was a tendency. shown in Table II. for high MP subjects not to want more
occupations to consider; and as shown in Table 10. high MP subjects were more likely (p

< .05) than low MP subjects to have had more than one career choice at the sarne time.
Despite this. a contingency table in which MP level and the effeet of having had more than
one choice in mind at the same time (inferred affect) revealed no trend for high MP
subjects to have less-positive outeomes. Nor was such a trend between MP level and
outeome observed for self-rated MP level and the affect associated with it In this sarnple.
it does not appear that higher levels of MP lead to more negative outeomes. as is
commonly repeated in the giftedness Iiterature. In facto there appears ta he little
relationship between MP level and outeomes. This could. however, he due to the
developmentallevel of the S&IIlple. Perhaps because the subjects are basically going
through the sarne general experiences--attending post-secondary institutions and making
career decisions-no differential effects of muItipotentiality on "successful" outeomes is
apparent Such effects may emerge in a few years. when the subjects have completed their
schooling and entered the job-marlœt full-time. The restricted range of the sarnple on
variables such as multipotentiality. SES, and verbal IQ also makes it difficult ta draw
conclusions concerning the relationship of multipotentiality ta psychological "success."
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Normative scores provided for college students on the VI Seale. which is believed

to provide a general measure of psychological health (Holland et al.. 1993). are lower than
those obtained by the present sample--across ail three levels of MP (see Table 17). As the
present sampIe is generally quite multipotentialed. it thus appears that multipotentiality
leads to favourable oulComes. Furthermore. if a negative outcome is arbiU'arily defined as
scoring below the mean of the college-ievei normative sample. only 46.4% of the males
and 48.8% of the females in the present sampIe would be thus rated. When the sampie is
divided into subgroups by MP level. the high MP group remains more "successful" than
the noml group. Interestingly. the most "successful" female subjects were in the high MP
group. while the most "successful" male subjects were in the low MP group. For both
sexes, the least "successful" subjects were in the moderate MP group. Further research
into the interactions between MP level, sex. and "success" are needed. Overall. however.
multipotentialed subjects are not suffering more ill-effects, as measured by the VI Scale.
than their nonmultipotentialed counterparts. It seems that multipotentiality. at least for
this sample. is not problematic.

Table 17
Relative VI Scale Outcomes ofthe Present Sample By MP Level

Sample Sex Mean SD n % of Subjects Scoring Below
Mean of Norm GrouD

coUege-level f 10.13 4.23 122 50.0
norms m 11.25 4.14 121 50.0

present f 10.98 4.73 41 48.8
sample m 12.01 4.78 69 46.4

··blgh MP f 11.32 4.04 19 36.8
SUblU'OUD m 12.00 4.95 26 46.2

··mod. MP f 10.70 5.31 20 60.0
SUbRIOUD m 11.71 4.80 34 52.9

-lowMP f 10.50 7.78 2 50.0

SUblU'OUD m 13.22 4.58 9 22.2
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Lastly. there may be interactions belween VI Scale scores and primary Holland

(1985) lype from the 1993/94 Sil, related 10 the multipolentialily levels orthe diffl~renl

types. Table 15 displays a tendency for Investigative and SociallypeS 10 he less

multipotcntialed than expecled while Artistic types are more multipotentialed. Table III

displays a tendency for Investigative, Social, and Enterprising types to score higher on lhe

VI Scale while Artistic, Realistic. and Conventional types obtain lower scores. These

contingency tables had 100 few cells with expected frequencies of five, to allow for chi­

square analysis, and splitting the contingency table of VI Scale score by type (see Table

1S) into three based on MP level resulted in contingency tables with too few sllbjecls per

cell to draw conclusions about the effect of type on VI Scale scores at different levels of
multipotentiality. Il did not appear, however, that certain types responded more

favourably to multipotentiality than other types. Instead, it appears that certain types

(Investigative and Social) are less multipotentialed and this elevated their VI Scale scores,

while other types (Artistic) are more multipotentialed and this decreased their VI Scale

scores. Therefore, the relationship between MP level and outcomes needs further

investigation, taking Holland type into account Perhaps it is type, rather than

multipotentiality, which predisposes one towards more or less favourable psychological

outcomes.

Evidence gathered from the present sarnple does not show multipotentiality to he

problematic, as is often suggested in the giftedness literature. This could he due to the

fact that the subjecls are presently in the midst of career decision-making and ill-effecls of

multipotentiality are masked. Or it could he hecause multipotentiality does not, in fact,

have a negative effect on most individual's career deciding. Further research with an older

Table 18

Contingency Table ofVI Scale Scores By 1994 Rolland Type

actual tally
(column %) Realistic Investi!!. Artistic Social Entemr. Convent. total

low VI score 7 (47) 6 (23) 14 (39) 3 (18) 1 (14) 5 (56) 36

medium VI score 3 (20) 8 (31) 10 (28) 7 (41) 3 (43) 2 (22) 33

hil!:h VI score 5 (33) 12 (46) 12 (33) 7 (41) 3 (43\ 2 (22) 41

total 15 26 36 17 7 9 110
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sample could help to clarify this situation. Type sbuld be taken into account, as there
appears to be a tendency for certain types to be more mullipotentialed, and perhaps less
"successful," than other types. Broader measures of "success" are also needed.

Moderators of Multipotentiality and "Success"
SeveraI methods of analysis were used to investigate the relationship between 41

career-related moderating experiences (recommended in the giftedness Iiterature as aids to
gifted youth in career decision·making--see Appendix C) and the benefits derived from
them, "successful" outcomes as measured by VI Scale scores. and MP level. First,
correlations between experience with and benefit from each of the 41 moderator variables
were done on the entire group (n = III). A1141 correl::tions were significant Cp < .01)
and quite strong (M =.702). Then the group was split into three. based on VI Scale
scores. AIl correlations for the high VI group (n = 41) were significant Cp < .01) and even
stronger (M =.762). Fo,' the medium VI group (n = 34), 38 correlations were significant
at the .01 level and two were significant at the ,05 level. with the average correlation being
.699. For the low VI group (n =36).33 correlations were significant at the .Ollevel and
three were significant lit the .05 level. with the average cOlrelaiion being .605, In general.
amount of experience with a particular moderator variable was quite strongiy related to
the benefit derived from that experience. This pattern is strongest for the lllgh VI group.
indicating that those who are more "successful" are more able lO benefit from experiences
related to career decision-making,

Next. the mean scores for the high VI group (n = 40) on each of the 41
moderating experiences and benefits were examined. and scores greater than 2 are shown
in Table 19, As the variables were rated on four-point scales ranging from 0 ("none") to 3
("lots"). a score of 2 ("some") was considered to indicate a certain magnitude of
experiencelbenefit The resulting ten experiences and six benefits are thus the most
important of the 41 moderator variables for the high VI group (see Appendix B for a
complete list of the moderator variables), Perhaps th.::se factors helped to make the high
VI group the most "successful" group. Because actual benefit, rather than just experience.
is probably more important as an aid to career decision·mak~ng. these six high ranking
variables will be considered. It seems that "successful" subjects have benefited through
their course experience in both a wide variety ofcourses and in courses within their field
of interest They have also been very active intemally. visualizing (bemselves in possible
future careers. weighing pros and cons of different careers. prloriti•.' .;g and focusing
interests and abilities. and rnaking choices and decisions about career options. While the
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high VI group also experienced infonnal career-orienled discussions with family and

peers, had exposure 10 a variely of Icisure activities, and kepl their options open, these

variables were nol rated as mosl highly beneficial. Thus il appears that course experiencc
and active career-planning and decision-making were important factors aiding in the
"success" of the high VI group.

Table 19

Highesr Ranking*Moderator Variables for High-Scoring VI Group

Experience with ... Benefit from ...

Moder<llor Mean for n Moderator Mean for n

Variable Hil!h VIGo. Variable Hil!h VI GD.

visualize self in 2.54 39 actively make 2.44 39

future iob career choices

actively make 2.47 38 visualïze self in 2.42 38
career choices future iob

weigh pros & 2.32 38 prioritize inl 2.28 39

cons ofcareers & abilities

prioritize inl 2.29 38 courses in field 2.23 39

& abilities of interest

career discuss. 2.21 38 weigh pros & 2.13 39

w/oarents cons of careers

different 2.20 40 different 2.03 39

school courses school courses

courses in field 2.20 40

ofinterest

career discuss, 2.16 38

w/peers

keep options 2.15 40
open

varietyof 2.05 38

leisure activities

* Mean score> 2 (on a four-point scale ranging from 0 "none" to 3 "lots."
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In order to see if any factors specifically differentiated between those high MP
subjects who are most "successful" and those who are less so. the ANOVA procedure was
utilized for each of the 41 moderating experiences and benefits. Within the high MP
group (n = 45). three subgroups were fonned based on VI Scaie score level. and the mean
scores for each of these three subgroups were thus compared. The eight experiences and
six benefits which reached significance (p < .05) are shown in Table 20. For these 14
variables. Student-Newman-Keuls multiple comparisons were done to detennine exactly
where the significant differences lay.

High and medium-scoring VI subjects reported more experience with prioritizing
and actively making choices. Course experience in a field of interest was aIso positively
related to Vllevel. Interestingly. it was the medium VI group which reported the most
experience with shadowing and intervie\>';'1g someone in a field of interest. Less proactive

experiences--discussing the jobs of parents and realizing career decision-making can be
frustrating and on-going--were reported most often by the low VI group. Was this group
rationalizing their lack of "success" in the realm ofcareer decision-making? Or did their
lack of active decision-making lead te their lack of "success"? As far as benefits are

concerned. the high VI group did not score significantly higher than the low VI group on
any of the 41 variables. therefore it is difficult to recommend certain experiences as
beneficiai for the career decision-making of high MP individuaIs. The medium VI group
was highest on shadowing and interviewing someone in a field of interest. as well as
receiving career guidance outside of school. This group appeared to be the most active in

their career deciding. Again. the low VI group benefited most from discussing the jobs of
parents and others with them.

Il appears that experiences related te career planning were beneficiai for most

subjects. Exposure to courses in school seems te have been quite helpful. as were various

means of active planning and decision-making. Experiences and benefits within the high
MP group related to differentiaI outeomes were not particularly revealing. No experiences
stood out as highly beneficiai te high MP subjects. aIthough it appears the more

"successful" of these subjects were much more active in their career planning than were
the less "successful" subjects who spent more time conceptuaiizing career deciding as an

on-going and possibly frustrating process. Further research is needed te see how attitude
toward and methods utilized in the career decision-making process affect and are affected

by both degree of multipotentiality and degree of success of the career planning process.



•• Table 20

Signijicant Moderato/' Variable Differences By VI Scale Score for t!Je Hig!J MP Grollp

83

l'

EJB Variable Mean (SD) F df p< groups

low VI med VI hi2h VI differinl!*

prioritize & 1.714 2.462 2.333

E focus inKrests (0.914) (0.776) (0.724) 4.940 2,39 .044 lowlhigh
& abilities n= 13 n = 14 n = 15

actively make 1.429 2.385 2.333 low/med
E career choices (0.852) (0.768) (1.047) 4.940 2,39 .012 lowlhigh

& decisions n = 14 n= 13 n = 15

gain course 1.600 2.071 2.500

E experience in (1.121) (0.917) (0.516) 4.049 2.42 .025 lowlhigh
field of int. n = 15 n= 14 n = 16

shadowone 0.067 1.071 0.750 low/med

E doingjob of (0.258) (1.072) (0.856) 6.032 2,42 .005 low/high

interest n= 15 n= 14 n = 16

interview one 0.667 1.286 0.312

E in field of (0.724) (1.069) (0.873) 4.479 2.42 .017 med/high

interest n = 15 n = 14 n = 16

discuss 1.909 2.071 1.214

E parents' jobs (0.831) (0.829) (0.699) 4.625 2.36 .016 low/high

with them n=ll n-14 n = 14

realize career 2.929 2.538 1.533 lowlhigh

E decision-mak. (0.267) (0.660) (1.246) 10.545 2.39 .000 med/high
1

can be frust. n = 13 n = 14 n= 15

view career 2.714 2.231 1.800

E decision-male. (0.469) (1.092) (1.014) 3.740 2.39 .033 low/high

as on!!oin!! n = 13 n-14 n -15

shadowone 0.067 1.154 0.600

B doingjob of (0.258) (1.214) (0.737) 6.284 2,40 .004 low/med

interest n = 15 n-13 n- 15
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play dress-up 0.909 0.214 0.929

B & explore (1.044) (0.579) (0.829) 3.327 2,36 .047 medlhigh
career fantas. n = Il n = 14 n = 14

receive career 0.846 1.786 0.800 low/med

B guidance (0.899) (1.122) (1.014) 4.191 2,39 .022 medlhigh

outside school n = 13 n = 14 n = 15

interview one 0.600 1.462 0.267 low/med

B in field of (0.737) (1.198) (0.704) 6.562 2,40 .003 medlhigh

interest n= 15 n = 13 n= 15

discuss jobs 1.909 1.214 0.786

B of parents' (0.994) (1.051) (0.893) 4.182 2,36 .023 n.s.

w/them n = 11 n= 14 n = 14

discuss jobs 1.636 1.786 0.786

B of others' (0.809) (0.975) (0.699) 5.680 2,36 .007 lowlhigh

w/them n = 11 n= 14 n= 14

Note. "E" refers to experience with the moderator variable, while "B" refers to benefit

obtained from that variable.

• Based on analysis with Sludent-Newman-Keuls multiple comparisons.
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CHAPTER 4: CONCLUSIONS

General Conclusions
The research questions that provided a framework for this study will he used to

summarize this investigator's findings. ln sorne cases these fmdings support previous
assertions made about multipotentiality; in other cases. controversial evidence has
emerged. requiring further investigation. First. the majority of this sample do appear to he
multipotentiaIed. providing evidence in support of Davis and Rimm's (1989) and Milgram's
(1989) contention that most gifted individuaIs are indeed multipotentialed. A full 90% of
the subjects rated themseives as heing multipotentialed after reading the expert-validated
definition of the concept that was provided. Dao collected in 1984 indicate that
multipotentiality was present at that time. although perhaps to a Iesser degree. The 1984
Strong lnterest Inventory (SIl) data do not, however. support this hypothesis. Many
measures calculated l'rom the 1993/94 sn scores also failed to correlate significantly with
multipotentiality for this sampie. Furthelmore, the sn scores were lower than those

reponed for the normative sampIe: The high.l1at profùes reponed to he characteristic of
muitipotentiaied gifted students (Fox, 1978; Hansen. 1992; Rothney. 1972) appeared only
rarely. Thus it does not appear as though the SIl provides a useful measure of
multipotentiality. Likewise, neither the theoretically related Gaeddert-Hansen (1993)
measure of interest diversity nor Holland's (1985) measures of differentiation and
consistency were able to identify multipotentialed subjects. Interest measures do not seem

able to provide valid measures of the phenomenon of multipotentiality.
Second. degree of multipotentiality was correlated more strongly with self-rated

variety of abilities than with self-rated variety of interests. although interests were more
frequently mentioned by those subjects who elaborated upon their self-ratings of

multipotentiality. Thus it remains unclear which of these factors contribute more to the

phenomenon of multipotentiality. Opportunity seems to play a role. as 90% of the
subjects rated themselves as having a variety of available opportunities and as 72% of the

subjects came from high SES homes. The fact that SES was significantly correlated with
multipotentiality may Ile explained by the increased numller of experiences available to the
higher SES subjeets. Such experiences could have stimulated interests directly through

exposure or indirectly tbrough the opportunity to develop abilities which made subsequent
participation in activities more rewarding. Likewise, personality characteristics may have

been derived--whether genetically or tbrough leaming--from these high SES home
environments. which in tum contributed 10 the development of multipotentiaiity. The
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more multipotentialed subjects were found to have high verbal IQ scores, to have a
positive attitude towards school, to be curious, and to be more extraverted. It therefore

seems that a motivation to learn and interact with the environment accompanies
multipotentiality. This motivation may be what drives an individual to develop a diversity
of interests and abilities. Such a love of learning has been previously reported as being
characteristic of gifted individuals (Delisle & Squires, 1989; Ehrlich, 1982; Silverman,
1993) and as having been demonstrated through research (Massé & Gagné, 1983).
Multipotentiality appears to be present in both the avocational and vocational reaIms,
although it may be somewhat restricted in the vocational reaIm due to the narrowing

nature of career decision-making.
There also appears to be sorne interaction of Holland (1985) type and

l"\ultipotentiality. Investigative types tended to be less muitipotentiaIed, while Artistic
types tended to be more multipotentialed. While sorne previous data indicate that
Investigative types have a low diversity of interests (Campbell, 1971) and Artistic types
have a high diversity of interests (Holland et al., 1991), other data have been reported the
opposite (Campbell, 1971; Holland et al., 1991).' Holland postulated that Artistic and

Investigative types are more open to experience, and Hansen (1992) added that
Investigative types may 00 more troubled by multipotentiaIity as they can be successful il'
so many areas that Ihey may not want to lùnit their options. However, not oniy were

Investigative types found to 00 lower in muitipotentiality level, they were aIso found to
score higher on the Vocational ldentity (~1) SCale, while more multipotentialed Artistic

types were found to score lower on the VI SCaie. Perhaps this can 00 explained by the
fact that Holland et al. (1975) found Investigative types to 00 the oost decision-makers.

Type may affect both degree of multipotentiality and outeome of multipotentiaIity.
Third, for most individuals in this study, muitipotentiality did not appear to be a

problem, despite the fact that Kerr (1981a) labeled muitipotentiality the most common

career problem of gifted youth. Evidence for the career indecision reported in the

literature as accompanying multipotentiality (Milgram, 1991; Sanborn, 1974), and even

included in Delisle and Squire's (1989) defmition of mUltipotentiaIity, was not found.

While there was a tendency for VI scores and ease of decision-making to decrease with
increases in multipotentiaIity, the opposite trend was found for severa! more affective
measures such as degree of satisfaction. And, VI scores for the entire group, as well as
for the high multipotentiaIed subgroup, were higher than reported norms.

Fourth, the effort to differentiate between Ihe experiences of "successful" and less

"successful" multipotentialed subjects, in order to identify any factors which may aid



••

1

87
multipotentialed individuals in their career decision-making, had Iimited success: Limited
in the sense that few such factors were found; successful in the sense that evidence, for
many of the factors reported in the giftedness Iiterature as being beneficial for the gifted in
their career decision-making, was not found. Most of the anecdotally recommended
career-related experiences did not hold up in this empirical study. The realization that
carcel' decision-making takes time and may be frustrating was found to be characteristic of
the least "successful" of the high multipotentialed subjects. While it is unlikely that such
thinking actually leads to career indecision, neither does such an approach make career

decision-making easier. Instead, the active stance of prioritizing and focusing interests
and making decisions was found to be characteristic of the mast "successful" high

multipotentialed subjects. Again, however, direction of causality is unclear. Experience in
school courses, but not experience with leisure activities, was found to be beneficial.
Neither career guidance, having a mentor, value exploration, nor visualizing oneself in
potential future careers was found to be of much benefit Interviewing and shadowing
persons in a field of interest was found to be beneficial for the modemte "success" group.
but not for high "success" group. Finally, discussing the jobs of parents and others with
them was found to be characteristic of the low "success" group rather than the high
"success" group. Unfortunately these findings do liule in the way of illuminating
particularly beneficial experiences which modemte the relationship between
multipotentiality and "success." Perhaps this is because motivation is the key to

multipotentiality, and the motivation to do and to learn is not affected by these more

"superficial" experiences.

Limitations of the Study
This longitudinal study has permitted the examination of multipotentiality over

lime without having to rely on retrospective reports. Seveml different types of data have
been employed, adding to the validity of the conclusions. These benefits of longitudinal
studies were described by Subotnik and Arnold (1994), along with the chief problems of

such studies: attrition, the use of a single cohon, and lack of control group. Attrition was
not overly problematic for this study, as 73% of the original 1984 sarnple was recontacted.

The main limitation of this study lies with the choice of sarnple. The subjects were

güted, had high verbal IQs, came from high SES homes, and were for the most part
striving towards professional cart'.ers. Most were also multipotentialed. These restrictions

in range made it more difficult to identify relationships and their strengths. Asecond
sarnple containing a wider range of subjects (especially nongüted) is needed and would

"
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help 10 clarify when and why multipotentiality occurs. The subjects were also in the midsl
of career decision-making, which may have masked both the occurrence of

multipotentiality in the vocational realm and its affects on career decision-making, as most

of the subjects were trying to narrow options and make choices. Another follow-up
should be repeated in 5 to 10 years, once initial career decisions have been implemented,

to see whether or not multipotentiality has impacted upon "success" levels.

Two important measures utilized in the study were aIso limited in scope. The self­

rated multipotentialily measure limited responses to a four-point scale. If perhaps a seven­

point scale had been utilized, responses may have been more spread out As weil, other
measures of multipotentiality, focusing more on actual behaviours, would have been useful

and would have increased validity. The main measure of "successful" oUlComes--the VI

Scale, which has been correlated with many other positive outcomes and has been

reported to be a measure of general psychological health (Holland et al., 1993), provided

only one indication of "success." Other measures (perhaps of achievement, stability of

career choices, satisfaction, and self-concept) could provide a broader view of the effects

of multipotentiality.

Implications for Further Research

This study is one of the fll'st attempts to empirically delve into the concept of

mu!tipotentiality. Wlùle its limitations are many and the fmdings should not be generalized

beyond similar populations, Ibis study has also uncovered a great many questions to be

answered by future research, First and foremost, future research must utilize a sample

wlùch includes gifted and nongifted subjects from as varied a background as possible.

Studies done with subjects of different ages and levels of development would also be

useful: adolescence (pre-career deciding), early twenties (midst of career deciding), late

twenties (post-career deciding). and thirties (follow-up for longer term effects). The

effects of IQ and SES should be taken into account as they have been shown to be related

to multipotentiality. Sex, ethnicity. and Holland (1985) type may also be related to

mUltipotentiality, 50 these different dimensions should be investigated.

The exact nature of multipotentiality still remains unclear and could benefit from

further research. Does the opponunity to gain a variety of experiences lead to

multipotentiality? Does it facilitate the development of interests or abilities? Is actual

ability or simply interest important? Or is the key factor the underlying motivation to

engage in a variety of activities? Is such a motivation more of a need to learn (Jarvis,

1983; Katchadourian & Boli, 1985; Maslow, 1970) or a need for competence or
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achievement (Cattell, 1982; Csikszentrnihalyi, 1985; Deci. 1975; McClelland. Atkinson,
Clark, & Lowell. 1953; Piaget & Inhelder, 1969)1 What other personality characteristics
accompany multipotentiality--for example, Openness to Experience (McCrae & John.
1992) or Intuition (Myers, 1985)1

More studies of the relationship between multipotentiality level and outeomes are
needed. Both this study and a recent investigation by Emmett and Minor (1993) failed to
find widespread evidence for the career indecision reputed to accompany multipotentiality.
Has multipotentiality become less problematic in the past twenty years since researchers at
the University of Wisconsin's Research and Guidance Laboratory for Superior Students
(Rothney, 1972) first started describing the career indecision that can accompany it? Have
empirical studies challenged anecdotal evidence and found it to be exaggerated1

Further empirical research, utilizing better measures of multipotentiality and
outeomes are needed. The lack of strong relationship between sn scores, and measures
derived from these scores such as the Gaedden-Hansen (1993) diversity measure and
Holland's (1985) differentiation and consistency measures, also requires further
investigation. Why are the theoretically similar concepts of multipotentiality and low
differentiation (as weil as consistency and vocational identity) not found to be empirically

related1 Is there a problem with how sorne of these concepts are measured? If the key to
multipotentiality is found at the motivationallevel, such measures may be inadequate as
they are not tapping into such motivations. Perhaps multipotentiality onJy really becomes
noticeable (and hence becomes reported anecdotally) when motivation levels and

opponunity are so high as to encourage one to participate in more activities (both
avocational and vocational) than is possible due to limitations of lime and other resources.

Thus multipotentiality may be "donnant" (as in most of this sarnple) or exhibited as the

much talked about "overchoice" syndrome.
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Appcndix A

Further Scll~Dcscriptions from Multipotentialed Youth

"When 1look for a career in my future, the clouds really thicken. There arc sa many
things l'd likc to do and he, and l'd like ta try them ail; where to start is the problem .... l'd
like to he a physkal therapist, a foreign correspondent, a psychiatrist, an anthropologist, a
linguist, a folk singer, an espionage agent, and a social worker." (Sanborn, 1974, p. 105)

"1 have found that if 1apply myself 1can do about anything. 1don't seem to have a
serinus lat.:k of aptitude in any field. 1find an English assignment equally difficult as a physics
prohlem. 1find them tn bc equally challenging and equally as interesting. The same goes for
mathematics, social studies, music, speech, or any other subject area .... This is why 1find
it sn difticult to decide on my place in the future. Many people do not consider this much of
a problem, but to me, this lack of one area to stand out in is very grave indeed." (Rothney,
1972, p. 79)

''J'm sick of the whole idea of making a career decision or choosing a college major! .
1wouId really like to ... live in the 16th century and be a Renaissance Man. Then 1couId

be a philosopher, an actor, a poet, a priest, a teacher, a psychiatrist and so many other things­
-but my century won't let me be everything." (Marshall, 1981, p. 306)

"1 expect ta go to college, but 1have no career plans now. 1don't have any plans
because 1have too many things 1like to do and 1am good at. Sorne people are only good at
one special thing, and 1am good in many areas." (Delisle, 1984, p. 107)

"It tèels like l'm being pulled in a bunch of different directions .... No matter what
l'm doing, everything else looks interesting, which is not to say what l'm doing doesn't look
interesting, but there's a newness with everything else ... it's real hard for me. And my
biggest fear is being able to do only one thing ... for the rest of my life." (Emmett & Minor,
1993, p. 361)

"1 was raised in an atmosphere that placed no externallimitations on what 1could (or
should) do with my life. 1never felt that 1shouldn't aspire to an occupation ... because 1
didn't have the intelligence or aptitude for il. This influence ... has to sorne degree made
vocational decision making more difficult for me. 1have been programmed since childhood
that 1couId do anything 1set my mind to." (Pask-McCartney & Salomone, 1988, p. 234)
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Appcndix B

InstrumenL~ Utilized in the Present Stlldy

whieh are Either Unpllhlished or DiftïclIlt tn Ohlain

(1) 1993/94 Telephone Intervie'."

-- Introductory Explanations

-- Contact Sheet (for purposes of a second follnw-up)

-- nine multi-part Interview Questions

(2) 19"3i94 Mailed Questionnaire Packet

-- Transmittal Form

-- Consent Form

-- Questionnaire -- Section 1: Demographies

-- Section 2: Career Planning Experiences

Section 3: Satisfaction

Section 4: Breadth

-- Section 5: Lcisure Interests

-- Section 6: Multipotentiality

(3) 1984 Instruments (used in present study)

-- Creative Activities Checklist

-- Children's Science Curiosity Scale

-- School Sentiment Index

-- Child Information ([rom Parental Questionnaire)
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(1) 1993/94 Telephone Interview

INITIATING TELEPHONE CONTACT

"Hello. my name ie . e-nd 1 e-m
callins from McGill University. 1 am a sradue-te student in
Educational PeycholoSY e-nd ~ e-m pe-rt of e- reaee-rch
team. We are contactins all of the pe-rticipants from the 1984
McGill Gifted Summer Sohool ae pe-rt of a follow-up Btudy."

"We are askins people to participate in a telephone
intorview and to fill-out a questionnaire that we will be
mailins. We are seekins information for projects on the career
plannins of sifted adolescents. the cauoes of withdra~ from
French Immersion. the sames sifted adolescents prefer. and the
lona-term impact cf the HcGill Gifted Summer School."

"1 would very much l1ke to ask you several questions that
would require approximately 20 minutes of your time to answer.
Is this a sood time for you?"

IF THE RESPONDENT CANNaT PARTICIPATE AT THIS TIHE,
INQUIRE AS Ta TIHE. DATE; AND TELEPHONE NUHBER

WHEN A SECOND CONTACT CAN BE MADE

IF THE RESPONDENT CAN PARTICIPATE AT THIS TIHE. CONTINUE •.••

"Before we sttlrt. 1 would l1ke you to know that you are free
to refuse to participate at any time. but that 1 would really
appreciate your cooperation. A1BO. you ahould know that your
responses will be ueed solely for reaearch purposee and will be
held in strict confidence,"

"Hay 1 besin the interview?"

CONDUeT INTERVIEW (separate paieS for each eubject)

TERMINATING TELEPHONE CONTACT

"Thanlt you very much for your time--I really appreciate it!"

"Hay 1 now send you a questionnaire packale for you to fl1l­
out and return to me as so'on aa possible? The questionnaires
wo\\ld take another 20 minutes 01' 60 of your time, and 1 will
enclose an addressed and stamped return envelope. 1 would
appreciate it if you could let the questionnaires back to me
within a week ii possible."

"Lastly, beiore 1 let you 10, would you know where 1 could
contact anyone else who was at the HcGill Gifted Summer School in
1984?"

WR!TE DOWN ANY NAMES, PHONE NUMBERS, ADORESSES



• 1993 Contact Addreeeee for 5ubjecte in Longitudinal 5tudy

"The firet thina l would like to aek you ie eome baeic
contact information."

Subject Number:

F4IIIily N4IIIe:

Preeent Phone Number:

Preeent Aààreee:

Firet N4IIIe:

(home)

(work)

(echool)

(other)

•

Permanent Contact ~1: relation to eubject _

phone _

adàreeel _

Permanent Contact ~2: relation to eubject, _
phone' _

aààreeel . _



• K's Telephone Interview Questions 5UBJECT: ___

"Now l would like ta Bsk SOMe questions which will help me
ta learn about what career plannins you hàve done so far, There
are 9 multi-part questions, which should take no more than 15
minutes to answer. Please answer these questions as best you
can, and ask for clarification if you are not sure what is beins
asked. Remember. you do not have to answer any questions if you
don't want to."

1) (a) On a ecale from l to 5, how would you deecribe your
career planning, if l ie "I juet let thinae ha.ppen"
and 5 ie "I made a series of conecioue choices"?

l 2 3 4 5

(b) On a ecale from l to 5, how difficult hae your career
decieion-makina baer., if l ie "very eaey" and 5 ie "very
difficult"?

l 2 3 4 5

(c) On a ecale from l to 5, how doee thinkina about potential
oareere make you feel. if l ie "really bad" and 5 ie
"really aood"?

l 3 4 5

•

2) (a) Pleaee liet any career aepiratione or aoale you had
in elementary echool.

(b) Please~ any career aepiratione or aoale you had
in hiih school.

(c) Plesee l1A1 any career aepiratione or goa18 you have had
eince hiih echool •



•

•

3) (a) How did each of your particular career asoirations come
into being--how did you come to be intere~ted in each of
your career goal a?

(b) How, if at all, did YOu come to discard each of your
previous career aspirations--how did you come ta stop
beins interested in each of your career soala?

4) (a) Did you ever have more than one career choice in mind at
the ~ time? yes no When and which onee?

(b) How did thia affect your thinkins and feelina about
careere?

5) (a) What, if any, are your present career aspirations or
soale?



• (bj Are you still considering several Options or have you
narrowed your choice down to a single option?

eeveral options _ single option _

Could you please elaborate?

(c) On a scale from l to 5, how confident are you that you
have or will 8uccessfully select a career in which you
will be happy, if l is "r will never find a satisfyins
career" and 5 le "r know r will find a eatlefyins
career"?

l 2 3 4 5

•

Could you please elaborate?

6) (a) What, if any, problems have~ arieen in your career
plannins proceee 7

(b) How, if at all, did you overcome these probleme?

7) (a) What, if any, particular experlencee really helped your
career plannins proceee? Could you please elaborate?
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•

(b) Which. if any. people really helped your career planning
process? Could you please elaborate?

8) Compared to your peers and other people you know. would you
describe your career decision-makins process as usual or in
sorne way different? Could you pleaae elaborate?

9) (a) What, if any. useful career guidance did YOU receive in
high school? Could you please elaborate?

(b) What, ii any, "unuseful" career auidance did you receive
in hiih school? Could you pleese elaborate?

(c) What career auidance would you have liked to have
received in hiih school?

(d) What recommendations would you make to improve hiih
school career guidance?



• (2) 1993/94 Mailed Questionnaire Packet

McGill
Dlplrtmlnl ol.duelllonli Plyeholo!!', Ind CounuUlnll

FICUlly of EdllclllOtl 3700 McTIVlsh SUUI
McG,1I unov.,IOly Monulil. QUlbIC. Clnldl

li3A lY2

Deal'

TIl.: 1~141398"240
FIX: 1&14139B-ege8
TIl..: 0&288&10

•

The followln. queetlonnalres form part of a .roup of studles
belna conduoted at McGjll Unlvers1ty by members of the Department
of Educat10nal and Couneelllna Psycholoay. Your partlclpatlon
w1ll provlde 1nformatlon for projects on th~ career plann1ni of
alfted adolescents. the causes of transfer out of French
Immerelon pro.rams, the .ames .1fted adolescents prefer , and the
lon.-term lmpaot of the McGll1 G1fted Summer Sohool~

Would you please oomplete and return the enolosed forms
prlor to , usln. the enclosed stamped envelope.
Your responses w1ll be held ln str1ct conf1dence.

Please make eure that you enolose both the CONSENT FORM and
the sURViVs and .end to:

Kathy Ryslew and Susan Karovltoh
0/0 Bruoe Shore

Faoulty of Eduoatlon
McOlll Unlverslty

3700 McTavlsh
Montreal. Quebeo

H3A lY2

Thank you ln advancs for your tlme. and feel free to contact
ue at 398-4202 (leave meesa.e). 1f vou have any questlons.

Slncerely your.,

Kathy Ryelew (araduate etudent) I~ K...r', .......

Suean Karovltch (.radu~ae .tUdent)~~VaQa1~ 'lf:Aa;I?L
Prof. Bruoe Shore ~'M::cIJ ~ :_ .J.... -

Prof. Andrew Carson ~~·~/~~~.~~e=.~,,~~~~·~~~~~=- _
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CONSENT FORM

l, , agree to PQrticipate

in thiB sroup of etudies bains conducted et HcGill Univereity by

members of the Department of Educational and Couneellins

PBychology (Kathy Ryaiew, Susan Karovitch. Bruce Shore, & Andrew

Caraon) on the career plannins of gifted adolescente. the CQuaB

of transfer out of French Immersion prosrame, th~ samee sifted

adolescente prefer, and the lons-term impact of the McGill Gifted

Summer School.

Participation includes a telephone interview and anewerins

the queetione found on the followins pasee, and will require

approximately 1 1/2 houre. l can leave questione unanewered or

withdraw from the study at any time.

All anewere will be treated with confidentiality, and names

of participante will not be discIoeed.

Sisnature:

Date:

**If you are under the ase of eishteen,

a parent/auardian must aleo eisn here:

Sisnature:



• SECTION 1: DEMOGRAPHIes

Farnily Narne: _

Subject Number: _

First Narne: _

•

Binhdale: ycu month,-__ day _

Scx: male female,__

EthniclCultural Bacqround: _

Hiahest Education Level Completed: _

PropmlMajor ln SChool: _

Prescnlly Auendina SChool: yes no......_

Fathu', Primary ()çc:upation: _

Mothcr" Primlll Clc:c:upalion: _

Mothcr Tonaue: EnaUsh__ Frenc:h,-_ Other (spcçify), _

LanaUlica SpotenIWriuen: Enalish Frenc:h__

Other (spec:ify), _



Consider your entire life. and do your best to rate how much experience you had with a
particular activity and how much that experience helped your career decision-making progress.
If you had no experience with a particular activity. it would follow that your career decision­
making did not benefit from that activity (choose 'none' in both columns). There is extra space
at the bottom of the list for YOIl to add any other activities that you can think of which benefincd
your career decision-maldng.

•
SECTION 2: CAREER PLANNING EXPERIENCES Subjecl Number: _

•
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• SEcrION 3: SAllSFAcrION Subject Number: _

l) Please answer the foliowina questions as best you can, by indicaLing the appropriale response.

slrongly neutralor slrongly
disaeree disal!ree not sure agree agree

1basicallv know who 1am and what llike.
1am l!enerallv salistied Wilh who 1am.
1know what career 1want to Dursue.
1know 1will find acareer 1will eniov.
1am nleased with mv life.
Things areooing auite well.

low high

satisfaction with mvsclf 1 2 3 4 S 6 7
satisfaction wilh mv career decision-makin!! 1 2 3 4 S 6 7
oyerall satisfaction wilh mv life in eeneral 1 2 3 4 S 6 7

SECTION 4: BREADTH Subject Number: _

1) Please answer the followina questions as best you can, by indicalina the appropriate response.

not at all not reall)' moderatcl)' verymuch'
true orme true orme trueorme trueorme

(a) 1have a varlet)' 1 2 3 4
or abililies.

(b) 1have a varlet)' 1 3 4
or lntcreall.

(c) 1am W limited 1 2 3 4• in my opporlunitles
(access ta schoal. wode. ele.).



• SECTION S: LEISURE INTERESTS SubJect Number: _

•

1) (a) Please list all of the leisure intereslSlacûviûeslhobbies in which you have been an acûve
participant, in your spare ûme, over the past year or SOt

(b) Please list all of the leisure intereslSlacûviûesthobbies that you WQuJd bau Jjked to have
participated in, in the past year or so, if you had had the ûmelmoney/opportunity.

2) Please list all of the lelswe intereslSlacûvlûeslhobbles ln whlch you have cm particlpaled, in
your enûre lICe.

"~. -



• SECl10N 6: MULTIPOTENTlALITY Subject Number: _

Mulripotentialiry is Ihe abiliry and desire 10 pursue difftrent aClivilies and goals.
It is especially evident in the realms of Itisure and carter decision·making.

One may btnefit from Ihe effecls of multipolentialiry. have a variery of "good"
choices. and lead a varied and ful/life. One may also suffer from Ihe "ovtrchoice"
and find decision-making difficult. as it is nol possible 10 do ail that one would like 10

do and is capable of doing.

1) (a) Plea.se read the above definition. decide to what degree thls concept of
multipotentiality describes you as you are now (in 1993), and circle the most
approrriate response.

not at all
tnIe of me

1

not really
true of me

2

moderately
truc of mc

3

very much
truc of mc

4

(b) Plea.se~ ln what way this concept does or does not describo you.

2) (a) Plea.se read the above definltlon, declde 10 whal degree thls concepl of
multlpotentlallty descrlbed you as you were nlne years ago (In 1984), when you
were at the Olfted Summer School. and circle the most appropriate response.

nal at il1
tnIe of me

1

not really
true of me

2

modcrately
tnIe of me

3

very much
true of me

4

•
(b) Please~ ln what way this concept did or did nol describo you•



•
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(3) 1984 Instruments (used in present study)

CREATIVE ACTIV!TIES CHECKLIST

Fine Arta

1. In your spare time in the last two years have you
creat9d a work of art such as

______drawing, painting, sketching

______sculpture, mobile

______photographic art

______cal·toons

____other (please describe)

2. Have you ever had art work exhibited pub1ic1y (other
than school)?
YES NO If yes, please describe brief1y.- -

3. Hav. you .v.r .ntered an artistic competition?
YES_NO_

4. Have you ever won a prize or award for your art?
YES NO Please describe briefly.- -

5. Have you ever earned money from your art?
YES NO If yes, pllase explain.- -



• Crafts

1. In your spare time over the past two years have you
engaged in any of the following crafts?

_____printing (eg. linoleum block, potato prints)

_____weaving (paper,cloth, straw,etc.)

_____textile work such as tie-dye, batik, etc.

_____embroidery

_____pottery, papier maché

_____carving (soap, wood, etc.)

_____,metalwork

_____jewelry making

______other (please describel

_____making stuffed toys

_____candle making

_____lette ring

leather work-----
_____puppet making

2. Have you ever had your crafts on public display?
YES____ NO____ If yes, please describe.

). Have you ever earned money from your crafts?
YES____ NO____ If yes, please explain.

4. Have
magazine
YES----

you ever had your crafts reported
or book?
NO____ If yes, please describe.

in a newspaper,

o
5. Have you ever won a prlze or award for your crafts?
YES NO____ If yes, please explain.



•

•

Science and Math continued

3. Have you ever, of your own choice, entered a science
or math competition?
yES____ NO____

4. Have you ever won an award for a science or math project
yES____ NO Please describe.

5. Have yeu ever had your original werk in science or math
published or given at a convention?
yES____ NO____ If yes, please describe •



• Li tel'ature

1. In your spare time in the last two years have you
written for yo~rself. family or friends

_______a story or poem

_____an essay or article

____~a play. skit or script (eg. for home moviel

_____in a diary regularly for a month or more

_____several letters to the same person

2. Have you ever

_____had your writing published in a school or club magazine

_____written a regular column in a school or club magazine

edited a section of a school or club magazine or year­
__book

been editor-in-chief of a school or club magazine or
__yearbook

J. Have you ever had your writing published or given
public performance other than for a school or club?
YES NO____ If yes, please describe

Have you ever entered a writing competition?
NO----

4.
YES----
5.Have you ever won an award for your writing?
YES NO If yes, please describe.- ----

•
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Performing Arts

In your free time in the last two years have you

_____sune in a choir

played a musical instrument? Which one(s)?----
____belonged to a dance group

acted in a play, puppet show, movie, tv or radio show
____ (including home movies, home video, etc.)

made costumes or props for a play, puppet show, tv or
_____radio show, movie, etc.

2. In your spare time in the last two years have you done
any of the following for.family or friends:

written or arranged a· musical composition and
_____performed it (or had it performedl

____made up a dance and performed it

organized a puppet show, play, tv·or radio show, hom~

____~movie, etc.

produced sound effects for a play, show, movie, etc.--
designed costumes or props for a play, show, movie,

_____etc.

). Have'You ever had a public performance of any of the
the activities-rIsted in question 2?
YES____ NO____ If yes, please describe briefly.

4. Have you ever won an award for any of the the activites
listed in question 2?
YES NO If yes, please describe briefly.---- ----.

5. Have you ever made money from any of the activities
listed in question 2?
YES____ NO____ If yes, please describe bl'iefly •
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Home Activities

1. In the last two years in your spare time have you

_____made clothing. cushions, bedspreads. curtains etc.

made or upholstered furniture or rugs---
_____studled flower arranging

cooked a meal for family or friends--
2. III the last two years have you from your own choice

___.designed clothing. cushions, bedspreads. etc

___designed fUl'ni ture 01' l'ugs

___cr~ated and prepared a recipe for family or friends

___made a flower arrangement other than for your own home

__~made up agame to entertain young children

3, Have you ever earned money from any of the designs or
creation descrlbed in question 2. (including from making or
selling things you have designedl?
yES____ NO If yes, please describe very briefly.

4. h~ve you ever won a prize or award for any of the
designs or creations in question 2 or from things made from
your designs?
yES____ NO____ !f yes, please describe briefly.

5. Have you ever had an article in a newspaper, magazine
or book about any of the designs or creations listed in
question 2?
YES____ NO____ If yes, please describe briefly .
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Directions

Sex (circle)

Crade Level:

M F

Followin$: .\r.. thiny stntements concerninr, how you f<'e-\ nhollt rllff,'r"IH
thln$:1' .11,,1 Ih'opla. You will recop.l1!ze- th;\t the- st;\t<'n\l'l\t1' .1r,' ,,[ sudl "
nature that there are no correct (right) or no incorrect (wronR) Answurs.
This Is not A test or eXAm. We are only Interesterl in your honest opinion.
Please Indlcate how "you really feel inslde" by placlng the number which
shows how you FEEL on the llne provlded ln the rlRht hand mar~ln. Your
cooperation Is appreciated greatly. Your response will remain CONFIDENTIAL.

YOUR INTERE~T IN SCIENCF.

(Please check only one)

_____ I am really interested in science

_____ I do not know whether 1 am interested
in acience

_____ 1 am not interested in science

YOUR FEELINC:5

5 Strong1y Agree Q Q
4

3

2

Agree

Uncertain

Disagree

•

1 Strong1y Disagree ® ®

1. Science magazines and stories are interestlng.

. 2. I like to watch telC'vlsion prol\r:lrnll about science.

3. I enjoy coUecting lcaves or other thlngs from tho outdoorll.

4. I like to watch magic shows.

S. It i8 boring to rend about diffcrcnt klnds of anlm:llR •

1. --
2.

3. --
4.

S.



• 6. 1 donOt want ta know how rainbows ar~ formed.

7, 1 would llk~ to l1st<'n ta RdC'ntlsts talk ;,hnllt th<'ir .Inhs,

6 •

7.

8. 1 wallt ta know what causes wind. 8.

9. 1 would like ta experiment with the Radgets lnside the
space .huttle. 9.

10. It is boring ta visit with scientists in their labs. 10.

Il. It is fun ta see inside of toys to learn how they work. Il. _

12. 1 like to talk about the planets and stars. 12.

13. Movies and pictures about volcanos are interesting. 13.

14. 1 like to watch the sky and the stars at night. 14.

15. 1 dislike to look at' small objects through a magnifying
glass. 15. ___

16. It is fun to take walks and just look at plants and animais. 16.

17. 1 like to grow plants. 17.

18. 1 like to visit zoos to watch how animaIs act. 18.

19. 1 like to watch the T.V. news reports about the space
shuttle. 19.

20. 1 would like to visit a museum to see dinosaur bones. 20.

21. lt is boring to hear other people tell about things
astronauts have seen or done. 21. _

22. l like to ask questions about how animaIs live. 22.

23. 1 like to mea.ur. things co see how big chey are. 23.

24. 1 like to s.arch for answers to questions about space
travelo 24.

'25. lt is boring to learn new science words. 25.

26. 1 wonder whac cau••• colorful sunsets. 26.

28. 1 dontt like to do experiemnts with butterflies. 28 •

27. l like to watch clouds move across the sky. 27. _

• 29. lc i6 boring to a6k questions about how anima1s live. 29.

30. l 1ike co touch differ~nt chings to learn more about them. 30.
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SCHOOL SENTIMENT INDEX

Intermedlate Level

Directions: On your answer sheet please show whether cach of

these sentence~ is true or untrue for you by marking "true" if

the sentence is true or "untrue" if It is ~ true.

For example:

True Unt rue

1. L 7 ~ 1. My class Is too easy

2. lX! 1. 7 2. l'd 1ike to stllY at my
schoo 1 a Iways.

There~~ rlght ~ wrong answers, so respond to each item as

honestly as Vou cano ~~ wrlte your name on your answer sheet.

Instructlonal ObjectIves Exchangc

Copyright 1970

Box 24095

Los Angeles, Californla 90024



1. Other children bother mo when l'm trying ta do
my school work.

2. My te~cher always tells me when she is pleased
wi th my \..ork.

3. My teacher is interested in the th:ngs 1 do outside
of schoo 1.

Trie Untrwe

C7 CJ

1::7 L~

4. Each /l'Orning look forward ta coming to school.

•

5. This school 15 like a jall.

6. In our c1.1Ss. "e often get a chance to make decisions
together.

7. 1 of ton fee 1 rushed and nervous Jn schoo 1.

8. My teacher glves me work that 15 too hard.

9. Other children often get me into trouble at school.

ID. Hy teacher seldom tells me whether my work Is good
or bad.

Il. My teacher 1istens ta wh~t 1 have ta ~ay.

12. It 15 hard for me to stay happy at schocl.

13. 1 follow the rules at school.

14. Thore are many diffcrent activltles at school rrom
which 1 can choose what 1 would like ta do.

15. When 1 do someth ing wrong at schoo 1. 1 know 1 wi Il
get a second chance.

16. My teacher 9!ves me work that is tOO easy.

17. 1 oftcn must do ~hat my friends want me ta do.

18.· My teacher tries ta make school intcrcstlng to me.

19. 1 try ta dn illY best in schuol.

20. Hy tcacher docs nOf carc about me.

C".I t::7

C.7 l:..7

L-::J CI

Cl CJ

C 7 C7

Cl C":I

,:''-7 L'I

r 7 CI

CJ t=:I

r.:::1 C7

L-:' 1 r.-'7

C'I r.:7

Cl ,-ï

C'/ co/

l":7 r:l

r.-.7 [:./



• True Untrue

21. School gives me a sto~~:hache.

22. The princ;p~1 of my school ls friendly tow.ud
the chi ldr~n,

23. 1 get as m~ny chances as other chll dren to do
speci~l jobs ln my classroom.

24. My teachcr does not give me enough time to
finish my wock.

CI C7

25. The other chi Idren in my class are not frlendly
towaret mt!.

26. In schoo 1 have to remember too many facts.

27. 1 like to do school work at home in the evenlngs.

28. My tcacher doesn't understand me.

29. 1 often get headaches at schocl.

30. The principal's main job Is te punlsh chlldren.

31. My te~:her treats me fairly.

32. My tenchp.r m~kes sure 1 always understand what
she wants me to do.

33. 1 rc~lly 1i~(' working with the other chi ldren
in my cla~s,

34. 1 would rather learn a new game than play one
1 al reaety know.

Cl

35. l' m .fraid te tell my teacher when 1 den't
understand something.

36. feel sooet "hen l'm at school,

CJ

c:::;

•
37. 1 get scarcd when 1 have to go to the office

at sc.heol.

38. My teacher unfairly punishes the whole class.

39. 1 qet tircd of hearing my teachcr talk ail the
t ime

40. School is a gaod place for making friends.

~I

CI

CJ Cj

C7 Ci



•
41. wlsh my dass could h.we this tcacher next year.

42. like trying to work difficult puzzles.

43. My te,1cher sca res ne.

44. 1 11kil to stay home From school.

True lIntruc

•

45. When 1 have a problem on the playground olt recess,
know 1 can find a nice teacher tO help me.

46. don't 1ike rost of the chi Idren ln my class.

47. My teacher Is not very frlendly with the
chlldren.

• 48. The bi~gest reason 1 come to school is to learn.

49. My tc'cher is Mean.

50. 1 ilm embllrril~Sed to be ln the class l'm ln.

51. My te:leher grades me falrly.

52. 'thlnk a new child could make frlends easily in
my class.

53. 1 feel lilc.emy teacher doesn't likeme ..hen 1 do
somethil1!1 wron!l.

54. Ther~ ~re t~o milny ehildren ln my clllss.

55. \JI, ..n Il nllw cr,i Id C.OM~S into our class. r"y frlends
ilnd 1 try very h:lrd to ~ake hlm or hcr feel happy.

56. H)' ~cJchcr likes som~ chlldren better than others.

57. 1 fe~' unhappy If 1 don't ICilrn scmethin~ new ln
sch~ol neh day.

58. ~hen 1 do snmething wrong. my teachcr corrects
me without hurting my feelings.

59. Ilke tchO)/l1 b..Ue,' than my f ri ends do.

60. 'h.ve' to '''' ....e books wi th other chi Idren too
oftc:,,; ël: !.(~!'\:'ll .

t=l

t=J

Cl

Cl

C:7

CI

r:7
17.7

/.::'-1

r.::7

C:I

CI

r 7

r.:::::

1. ~

c.::::::
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61. 1 know what my teacher expec t s of me.

62. My tcacher i s often tao busy ta he 1p me ..hen
1 need hclp.

63. ""ant ta be a very good student.

64. My tcaeher docs not scare the ehlldren.

65. 1 oft<'n fcel lost at 'Chool.

66. My tcacher usually ~xplains thing5 tao slowly.

67. There's no prlvaey at sehnol.

68. Older chi'dren often boss my friends and me around
at school.

69. At school other ~eople really care about me.

70. 1 wou Id rather !let books for my b1rthday than
loys or c lothes.

71. 1 ..ou'ld rather eat lunch Olt home than at school.

72. My te~cher bosses the children ~round.

73. The ehjldren in my c1ass nearly always obey the
teaehcr.

74. We change from one subj~ct to another tao often
ln my clns.

75. 1 Ilke my toach.r •

True Untrue

c:.7 f_'
Cl L.":l

t=J c.::1

I=:J c::J

f _.'1 t:.'-l

C::I c:J

CJ 1.=:/

c=J c...7

t:=1 t=l

CI 1 1
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CHI~O INFORMATION

In ~.I.tion.hj~ to th. ty~jc.l child ln you~ n.19hbo~hood, pl ••~.
ci~cl•• numb.~ fo~ ••ch Item ~hich cast d••c~ib•• you~ child:
~ h•• thi. t~Ait to A high d.g~••
4 h•• thi. t~.it mo~. th.n th. typlcAl child
~ comp.~•• with th. ty~ic.1 child
2 h•• thi. t~.it 1••• th.n th. typlc.l child
1 l.ck. thi. t~.it

1. Th. child t.nd. ta di~.ct th••ctiviti ••
of pl.ym&t•• hi./h.~ own .g•••••••••••••••••••••• S 4 ~ 2 1

2. Th. child .how. g~•• t cu~io.ity .bout
hi./h.~ .u~roundinQ•••••••••••••••••••••••••••••• ~ 4 3 2 1

~. Th. child ~ut. un~.l.t.d id••• tog.th.r in n.w
.nd differ.nt w.yG ••••••••••••••••••••••••••••••• S 4 3 2 1

4. Th. child •••k. hi./h.~ own &n.w.~. And
solution. t~ probl.m••••·••••••••••••••••••••••••• S 4 3 2 1

,. Th. child ltk•• "g~own-up" thing••nd to b.
with aIder p.opl •••••••••••••••••••••••••••••••• S 4 3 2 1

Pl •••• comm.nt on th. followingl

1. Child's sp.ci&l tal.nt or .kills

!. Child's attitude towards school
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AppendixC
Further Explanation of Certain Items in the 1993-94 Questionnaire Packel

(1) Item-by-item justification for the 41 experiences utilized in Section 2 as
potential moderators of "successful" career decision-making--each experience
being recommended by at least one gifted specialist

(2) Expert validation of the one-item scale utilized in Section 6 to measure
multipotentiality:

(a) letter sent--to seek validation of the multipotentiality definition··to
eight giftedness specialists who have written extensively about
multipotentiality (N. Colangelo. 1. Delisle. R. Fredrickson. B. Kerr.
R. Milgram. P. Perrone. L. Silverrnan. & D. Willings)

(b) written responses from six of those specialists ("experts")
-- one expert (B. Kerr) did not respond and one (L. Silverrnan)

responded with a verbal afftrrnation
-- the responses were generaily descriptive rather than providing a

simple response to the question of validity (most of the
elaboration referring to comments made by this investigator
regarding her conceptualization of multipotentiality)
the respollses do. however. appear to be generally supportive of
the defmition

-- minor changes were made to the definition. based on the experts'
feedback. before including the item in the questionnaire
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(1) ltern-by-itern justification for the 41 experiences utilized in Section 2

recommended specialists recommending
experience the exoerience

1. career -euidance in e!ementarY school Colson.1980; Kerr. 1991; Silverrnan. 1993

2. career jluidance in hil!h school Colson.1980; Kerr. 1991; Silverrnan. 1993

3. career l!uidance in oost-secondarv inst. Colson.l980; Kerr. 1991; Silverrnan. 1993

4. career -euidance outside of school Colson.1980; Kerr. 1991; Silverrnan. 1993

5. career plannin-e workshoo Kerr. 1991; Silverrnan. 1993

6. ta1k with career counsellor Kerr. 1991; Silverman. 1993

7. interest inventorv Kerr. 1991; Fredrickson. 1979

8. explore preferred values & lifestvle Perrone & Van Den Heuvel. 1981

9. visualize self in iob in future Pask-McCartney & Salornone. 1988

10. reassurance career decidin2 is difficult Delisle. 1982; Silverman. 1993

Il. formal discussions about careers wl peers Perrone & Male. 1981

12. varietv of different school courses Kerr. 1991; Silverman. 1993

13. course exoerience in a field of interest Kerr. 1991; Mil2rarn. 1991

14. keeo ootions (ie. school) open Silverrnan. 1993

15. visit colle2e camouses & classes Kerr. 1991

16. -euest speakers discuss self & career Kerr. 1991

17. read biograohies of famous people Kerr. 1991

18. interview sorneone in field of interest Herr & Watanabe. 1979

19. shadow someone doim! a iob of interest Herr & Watanabr. 1979; Kerr. 1991

20. have a mentor Edlind & Haenslv. 1985; Marshall. 1981

21. school internshios in fields of interest Emmett & Minor. 1993; Kerr. 1991

22. volunteer work in a field of interest Herr & Watanabe. 1979; Kerr. 1991

23. varietv of won: exoerience Herr & Watanabe. 1979; Kerr. 1991

24. work exoerience in a field of interest Herr & Watanabe. 1979; Kerr. 1991

25. combine interests to do/create a career Rooer & Berrv. 1986; Sanborn. 1974

26. explore career fantasies as a child Kerr. 1991

27. exposure to a varietv of leisure activities Mil2ram. 1991

28. participate in a varietv of leisure activities Mil2ram. 1991
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recommended specialists reCfJ/llmellllillg

exverienCt! the eXIJerienCt!

29. discuss parcnL~' iobs with them Herr & Watanabe. 1979: Kerr. 1991

30. discuss others' iobs with them Herr & Watanabe. 1979: Kerr. 1991

31. tour job sites of parents & others Herr & Watanabe. 1979: Kerr. 1991

32. set goals & follow through (ie. oroiecL~) Sanborn. 1974

33. discussions of work & values Davis & Rimm. 1989

34. view career deciding as ongoing Fredrickson. 1979: Sîlverman. 1993

35. realize career deciding can be frustrating Dclis1e. 1982: Sîlvernlan. 1993

36. prioritize interests & abilities Kerr 1981 b: Roper & Berry. 1986

37. actively make carcer choices & decisions Holland. 1985; Sanborn. 1974

38. think about carcers & weigh oros & cons Davis & Rimm. 1989

39. informai career discussions wl famîlY Kerr. 1991; Mih!ram. 1991

40. informai career discussions wl oeers Perrone & Male. 1981

41. informaI career discussions wl teachers Kerr. 1991; Mih!ram. 1991



• (2a) Leller Sent to Seek Validation of the Multipotentiality Definition

" McGill
Oo,on"",,' of 1""..'10"01 'IYlhololY I"d Co",,"III"1

'ICUllyo' !dueilion 3700 MeTIVlln Sirli'
McGIU Unovlllity Monlll'i. OUI*. Canadl

M3A1Y2

TIl.: 1514139804210
Fu' 15141 398·e968
Tilla: 05 268510

•

1 lIll in Ih. Dl iddl. of DlY M.A. th••i. IIIld lUn in n"d of advi~.. My topi~ il
mullipo,ontil1ily, Md 1 II1II Irying 10 dil~ov.r how bill to m.uur. il and ...mil f~lori eM
h.lp "n~ur" multipol.nlilIIity work. 10 OIl"'W lIdVlllltlS" nlh"r thll/l I""ding lu IUlIs·'"rlll
~1II''''r ind'l1i.ion. BrucII ShorCl i. my advivor. and h. hlll pul n1~ in louch wilh you.

From NI .xl.nwiv. lilorlllllr. r~vi.w, 1haVI ~om. 10 wto mulliJlololllillity lUI a
.yntlrom. ba..d on lh' bumina d"ir. 10 l.am Md do "ov.rylhina". Thui II'" il U
con.i'lina of illl"rlli. Ibilily. Nid "ovorchoieo".

1 hav. lnId 10 pUIIOa.thllr 1 dll.~ripliv. dotinilion of mullipOltnlill1ily and would
Iik.. your opinion aboul.lhir dolillilioll. 1 plill 10 I!Ik my .ubjo~l' (250·20 YNII' old gi/llld
individunl. oMlO 111" pRl1 of. longiludinal 'Iudy) 10 rai•. on a l~aJ. Irom j·S, how muçh Ihi;
dl1mipliun til' Ih'lII, Md in oMlRl way il tluo. lU.

HM'''; .. ,;dlO\ ...~••T Ihiv 11'.... ~IUI lIu you Ihink 01' illY !lotinilion? Do you
Ihillk illY I·il.m velli. iv • vIHei lR"'IIUrO of multipolonlilllily? Could ynu vusa"1 any
improv"m.1111 or oU.r any advict?

nlllnk you v'l}' much. in lIdvMCO, for your tilllll Qnd oxpol'tiIO. If you couId, would
you pl..*, rtlpond QI loon 1. pnvlibl., lI/I my r•••arch I.am ill woilina and ruLly 10 colloci
dill.

NULnpOn:N'l1ALITY

MullipOl'1I1ialil)' ill th. 1I1l1iro 10 do ll/ld thl abilily 10 lucmd in UlM)' ditT.r.nl lWtiviti...

Il il 'Ip.ciall)' Ivid.nl in loilur. ll/ld nr..r d.cilion·mllcina.

On. ml)' b.nafil tl'om lh••tT'lIl' of mullipot.nlialily Nid laad , vll'i.d and tùll Iif••

On. mlY al~o aua.r Ii'olll lb. "ov.rehoic." IIld tind d.ci.ion·mllcina v.t)' dUli~ull. u il i.

nol pO'lillll 10 do 1I11hlll onl WlIuld Iikl 10 do Md i~ 11"lIl1l111 of doina.

ïh~"k. ~O\JI

\<0 t "1 ~~ Sil \OJ

% '&,II'C. Sho--c.
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(2bi) Written Response from N. Colangelo

Colles, Of Education
2.10 LinclCluist Center

Iowa CUy, lA 52242-1519
(319) 335-6148

FAX: (319) 335-5151

Date: /~ -If ~9.J

~'lpoltllUalllylt Ill• ...,.. 10 cio _el lA, »i1i1110 111"* ln 111111)' .'"'" Ul\lvb!...

1I11 ..ttill1y .~cltllt ÎG l.lIure uci 0"''' "l.hia..ûln" ~ 'r-~'

00 or._."" .., ,tIoUIlI>,-;:J!?
Ou Il.. derhl lia. "o","hol..• ud flDcI dtciliOQ ÎII. w'" 4i.IJ11l1.1t. Il if le c.,Vu,
"0& ,",ilIl. ID do III 11111 Ill' woulcllDr. 1. do 11111 i. l/llllibl. or «loin..

~~ ... ONA. V)..JJl ~~. r
- -_._~ ~,~.p:,,- ~\w-:6""



• (2bii) Written Response from 1. Delisle

~~ -s''\''11\ '\:),4.\ \S\Q.

~: Y\wlt.\f" \e1A+t~l i~

Kent State University
College of Education

Kent, Ohio 44242-0001

FAX No•. (216) 672-3401

•

:I:"~ \--.a4 a.. ~OL. \0 v:t'l\~t.V ytlvr 'Y\\.c"'(;>"1<~~~

~ ~~IJ\~'fô~~~Cl\\~ et~ )W S~ fK1-\r ~ (j>

~~\". ~ ~14 \M.y: ~V'1~ \-~ Çy- . .Çw~ C<x.'

Si~~"o-~

if. ):'......... ~~ &:v.c... ~\~fO~~\ ~ ql(.(.q~ c.e...
Il '1 l.. __
bK~\"9 ~lY<... ~ SC~ l ,.\- ts; \11\. O"'~ ...

''\'.s ~)( ~........ I\~~~~" ~ ~~ e~~ ~

~\,b'Ilt\ o.'-CQ,S;' S"\V"u\\.~~\v',

* )/c1K' ~~ \t> ~\-\'fb~~e::t\ a.~""'9 \e~~

4C-~'li~cs: c..\'\\1l\. ~IE~ c.AVC:'MO) ).s a.. ~~ ~"'~0\.\

~ ~'(Wo.... ~ 'M. s~ \\\, ,-\- \s" ()., VlIt~~~

~'t~ ~ S\<Àyj Y0V'f' ow- ~~ ~~

tf .\AJ~ ~ f«~~ lE ~t~ '? ~\s ~«.4i
sv,..,..>r .

*" "\k s'QE~~ ~\AS'\~ >'OV Qsk, yo lIV <SMys
~~~.((.,~ ~ ~ \6 'œ. \Jf1If sp.c:.\~'c::.. \'(.:

~<;C.~~\ e;tV\~ ~~~ \n\<.~s,:I:. 1'Io.(9~"

\e\- ~ ~ 'w.J\~\fb~"'''t\A ~. ~
~ ~ ~~ Ok \~ (,w~ J/o(J( -S:t' ..

As ,.c> '{.--r , s;:~\o~ t-)'V\.~ \\ 's y:l'~Co'

~~"'~\,~ ~ ea(\\~C~~ ~ ~~'J~ A-\.~
.~~ "\~ ~ ~ t\~ ~\~~'; ~t.,. ~ >'t0 ­

N\U~ ~\~.



1 vas pleased to
multlpotentiality.
research vlth 250
questions and make
scale and help you

•

•

(2büi) Written Response from R. Fredrickson

Oecember 2, 1993

Ha. Kathy Ryslew
~Or. Bruce Shore
Department of Educatlonal ~~ychology and Counsellng
Faculty of Educatlôn
McGill University
3700 McTavlsh Street
Montreal, Ou.bec, Canada
H3Al'i'2
FAX: 514-398-6968

Dear Ms. Ryslev:

h~ar o~ your interest in the concept of
I w~s further encouraged by your plan to do

gifted indlviduals. 1 wlll try to respond to your
SOrne suggestions vhieh 1 think will strenqthen your
obtain more volid information.

The definltion 1 have used sinee I first publlshed it in 1972 in
RECOGNIZING AND ASSISTING MULTIPOTENTUL 'lOIJTH 19-
"A multiDotential persen l~ defined in thls volume as any individua'
who, vhen provided wi:r. an appropriale environment, can select and
develop Any number of eompetencLes to ~ high level. He or she 15 a
person vho seemingly i3 able to adapt hi! or her performances and 15
therefore, vell suited tor a vorld in vhich there l' mUCh chan1e. ror
those who can adapt and still exhiblt high levels of performance,
there i. a premium on their contributions to mankind and thelr ow~

personal satisfactions."

This iB a rather elabotate definition and 1~ simil~r to your3 with the
ex~eption of the "ovetehoiee" issue vhlch interject~ a fraquant
dilemma facad by .ultLpotentlal indlviduala. Without appropzlate
carllr ëoun.elln9, .eny multipotential lndividuals are overvhelm.~ by
theae choiel. an~ become fearful of making a commltment to a
particular occupation or occupational field. Thls indecislon is a
state not a trait and can be helped. l have found clinieally that sucn
"overchoicl" cen leed to depression, lack of confidence and low self­
esteem sinee avaryone expects them to do well.

The concept of multipotentiallty Is clrtainly applicable for most
gifted individuals but I find it alao helpful i~ vorkinq vith mlny who
are simply 4bove average and hlghly motlv4ted and org4nized. Thlr~

Ite gifted individuals who are not multipotentlal but have learned tl)
foeus.early in thelr llfe and have thU3 p.~celled. Olym~ic

athletes, musiciens are examples. In Chapter 3 of my book CAREER
INFORMATION 1 describe one vay of assîstîng multipotential individuel~

in caraar planning.

A. to youx sell., 1 have found self-efficacy rat in9s more valid ir
measurinq multlpotentiality. ~our subjects miqht respond to aueh



• questlon~ as "If my flr~t occllpational choic. does ~ot ~ork out, 1 am
confl~ent 1 can change qulckly." Conslder ~n even-numb~r scale to
hel~ spre~d the dlstrlDutlon. In addition to ability and interest,
include items on financlal r~sourç~s and social supports, mentors,
friends and family. De careful not ta lead your subjects into
focuslnq on "overcholce". Try to me~sure thes8 things indirectly.
ïou don't ~ant to convince them they should be over~helrned. There is
nathing ~rong in asking them directly as long as the opposite is a1so
asked. Perhaps divide yeur scale into tvo part~ ~sk thern to scale ho~

a particul~r staternent fits them and al~o include a section on hov
confident they ar.e thef ~ill succeed or attain d certain goal or
condition. Yeu should check the research literature on selt-efficacy
ratlnq .cales. Take eare in developlng your scale It is a crucial
etep.

l have responded quic~ly to your letter slnce I ~ill be on a
consulting trip the next t~o days. I sincer~ly hop. this InforMation
vlll be helpful to you and Dr. Shore. l ~ould enjoy reading the
results of your study when completed.

•

Slncerely You~s,

..,.~~:::~. tc':'~&""",-_.··----'
~ Ronald H. Fra ilck&on

Profa••ot Emeritus
School of Education
Unlvarslty of Massachusetts-Amherst,
Mailing address:
Route No. 4, Box 211
0.4ge City, KS 66523

MA 01003
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(2biv) Written Response from R. Milgrarn

To: Kathy RYSlew, cio Bruce Shore

Oear Kathy,

1 am very lncerested ln the phenomenon of multlpotantlallty
and was very happy Co hear oi your proJecc. l ~m ~lso s~tlvely

worMlng on che tOplC now as parc oi a longlcudlnal follow-up
study oi people 'in their early 30'8. Fortunat.ly, 1 have thalr
ba••lin. data iro. ag. 18.

1 think that the intelligent inquiries that you are ral.1ng
at thlS early stage will prevent the dissster oi findlng your •• lf
wlth oata that is near imposslbl~ to score and summari:. e~ a
later atage. On thlS 1 congratuleta you - and your advl.or, of
cour•••

1 hop. that 1 a~ wlll not rai •• mora proble~. that 1 h.lp
solve ln my re.pon.e below but 1 am using th. opportunlty to
.hare wlth you some Choughts that 1 have had s. 1 work along on
the que.tion.

Let •• start with co.~ents on the deiinition. lt ••••• to me
that multlpotentlality 1. a matter of intere.t, ability, and
opportunity. What you call ·'de.ir. to do" 1. 1 think • r.f.rene.
to the motlvatlonsl aspect and lt lS essentlal reall:atlon.
Fulilllm.nt oi one or more oi one's potential lii. chole••
ineludlng eareer-cholee lS to a large degree determlnad ~y

personal-soClal variables <persistenee, motivation, and the
l1kei.

Aehi.v••ant <without diseu••ing th. eompl.x qu••tion oi how
on. d.iin•• aehi.v.m.nt in the varioua life area.> 1•• matter of
int.r••t, ability, motivation (what you call d••ir. to do> and
opportunlty (v.ry lmportant>.

1 think that vou would ba Wi •• to li~it your.alf to th.
matt.r of aultipot.ntiality d.fined op.rationally •• ••ny
int.r.sts. The oth.r aspeet. <ability, motiv.tion, opportunityl
mu.t al.o be lnv.stigated but programmatic r.s.arch mu.t proceed
.t.p by stap.

Th. ph.no••non of multipot.ntiality ha. b.en assu••d to
.xlst but th•••pirlcal. valldity oi the eonc.pt r ••ain. to ba
da.onstratad. In th. lit.r.tura of coun••ling th. gift.d no on.
qu••tion. th. v.ry .xi.t.nc. of th. ph.nom.non and lf ind••d it
eXi.ts, in what p.re.ntag. oi people. To the b.st of ay
knowledge, no .mpirical atudy haa been don. lnv••tlgating and, wc
hope, demon.trating the empirical distincCion we po.tula~e. l
thLnk that oemonatrating multlpoten~ial career int.r••t would
.lon. would b. a •• Jor contribution.



•

•

l think that it will be difficult to demonstrate the
va11dlty of a one ltem scale. Although it lS eaay to admlnlster,
vou wlll have many headachea in scoring. l uaed a ~ife

Aaplratl0n Queatl0nnaire and a Peak Experiences Mesaure (Îed
~andesman'a workl as a basellne measure in a longltudlnal study.
Thla la Juat a few questlona and lt took ua montha to prepare the
acorera ao that 'the percent of agreement would be acceptable.

l think that the aentence in the defin1t1on on le1aure
act1vitlea and career declaion making 1. premature becauae
~ultlpotentiality in these areaa haa only been discuased in the
literature and poatulated as part of a theory (by me> but has not
yet been emplrlcally demonstrated. l am worklng on lt - but
there ia alwaya room for Many reaearch proJecta in an area and l
a. happy to ••• thia .ffort.

l augg.at that aa a f1rat atep in th1a lin. of inv••tigation
Vou op.rationally define multipotentiality in terma of multiple
career lntereat, admlnister the Holland (or Roe) Inventory to
your Sa and ae. lf tney sre lndeed multipotentlal. You might
alao ua. the asme spproach snd deflne career intereat ln terma of
focua of lelaur. activitlea. Vou could uae a. an operational
def1nitlon an activitiea lnventory - mlne or another. 80th of
theae in.trumenta are eaay to admlniater and can be machine
acore~.

The aam. commenta about the benef1ta and problema that
accrue to the multipotential indivldual - thi. 1. a que.tl0n and
he. not yet b••n .~pirically ••tabli.hed. You would have to
m•••ur. th. lif••ati.faction. and problema of th. S. and .e. if
multipot.nti.l S. h.v. more or 1•••• A maJor atudy on in it. own
right.

Fin.lly, l wond.r about th. ag. of your S.. Ar. p.opl •
• t1ll multipot.ntial at age 20? Shouldn't th.y be on their way
ta c.re.r by thi. time? Will vou a.k them for r.tro.pective
r.port. of how th.y felt in high .chool and early univer.ity
y••r.? Probl•• t

Fin.lly, 1 a ••ume that your S. are all hlgh IQ glft.d ­
id.ntified on b••i. of IQ, Sinc. IQ i. a mea.ur. of g.neral
.bility. w••ight .xp.ct th••• S. to b. multipot.ntial. Had
glft.d b.en d.fin.d in t.rm. of .p.CifiC domaine or ev.n .chool
grade. in .p.cific .ubJecta and not ov.rall GPA you 8ight find
glfted not .0 multipot.ntlal. In other word•• maybe IQ gifted
gu.r.nt••• th. phenom.non. Maybe that 1. why it i ••0 fr.qu.ntly
report.d ln the literature - a reault of narrown••• of definltion
of IQ •
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Ii you are interested in explorlng the possibility oi uSlng
the Tel AV1V Activities Inventory (TAAI), l mlght mentlon two new
papere that have recently appeared in the literature that wlll
help you get a picture oi the posslbllitles. One lB ln th~

Glited Child Quarterly, 1993, 37, P 65 (Hong. Whi.ton. and
M~lgram) and the other 18 ln the Journal 0: Car.er Developm.nt.
1993, 19, p. 221 (Hong, Milgram, and Whlston). The.e were .tudle.
done with younger colleaguea at Univeraity 0: Nevada, ~aa Veg __
when l wa. on .abbaticsl there. One proble. l mlght mentl0n ahead
oi time la that although theae paper. are obvl0ualy in English
the TAAI ia 1n Hebrew. The data upon WhlCh the•••tudie. were
baaed wa. collected ln Iarael.

l wl.h you ell the be.t ln the day. ahead, You heve cho.en
an lnterestlng area. l look forward to seelng the results 0:
your effort. If l can be oi further help, please, wrlte 8g81n.

All the best,

Roberta Ml1gra•
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(2bv) Written Response from P. Perrone

October 18, 1993

Dear Kathy:

['d like ta comment on your rational beforl'l looking at your definition.

You may want ta differentiate between highly motivated/stimulated multi-potentials who "have
a buming desire" and tnose who lack such a desire but could still be considered multi-potential.

Secondly, l'm not sure multi-potentiated have a desire ta learn or do "everything" but rather
they are auracted ta and capable of several "diverse" learning activities.

While multiple interests, capabilities, and motivations may "force" one ta choose from among
many options, the options may not be equally interesting nor the individual equally capable or
motivated.

Definition: SUiiested

Multipotentiality !s the ability, and possibly the desire, tO pursue socially differentiated goals and
activities. Due ta Iimited time. energy. and resources frequently it is not possible ta pursue
these goals and activities ta the desired elttent • thus leading ta difficult choices. Specific
eltamples are evident in deciding among what appear ta be equally attractive leisure activities
and carcen.

A potential benefit of multi-potentiality is the possibility of leading a varied Iife which includes
creating ways ta integrate goals which othen sec as discrete.

One may suffer from "overchoicc", not being able ta satisfactorily pursue ail the opportunities
which secm ta eltist and not having any meaningful criteria for deciding among the various
opportunities.

Kathy l'm sUiiesting that (a) the multi·potentiated indiviùual may be able ta create ways ta
integrate (combine) what others sec is differentiated or diverse. Also, being multi-capable docs
not equate with being equally interested or motivated. However, being equally interested and
motivated does compute regarding choice anltiety.

Don't confuse your definition of multipotentiality (where desire and interest may not be high in
any or ail aras) with choice anltiety associated with multipotentiality (where desire and interest
would be equa1ly high in ail areas).



• (2bvi) Written Response [rom D. WiUings

116 Gaywood Road
King's Lynn
Norfolk PE30 2PX
Engl.md
Telephone: (0553) 76173

23rd October 1993Dear Kathy,
Someone getting into the woefully neglected area of

multi-talentedness moves me to first name terms. This Clinlc
offers one-to-one help to gifted underac~levers. Multi­
talentedness is certainly a cause of underachievement. We have
very exhaustive data on 44 underachievers who have come to this
Clinic. The age range i9 7-19. There are 22 boys and 22 girls.
23 (52.2%) of our sample are multi talented. If materlal on
such a small sample is of interest I shall be very happy to
send you some. I always think the lot of the multl-talented
is admirably summed up by the French poet Jacques Prévert

\\\c:.. .... j

{()} The Willings Learning Clinic
l')IU • , ....

Le soleil ne brille pas pour ceux gui en ont trop! dire pour
le pouvoir dire.

•

Before I comment on some points I feel It only fair to tell you
that, when I was a Professor and Student Counsellor at the
University of New Brunswick, t~e boys in a Residence referred to
me as "precise phraseology Willings". Having shared that with y~.

l wonder how you feel about multi-talentedness rather than
multi-potentiality. l know Col.ngelo and Zaffran use the latter
word but l am bemused by what they mean by it. When I was an
infant I may have had all manner of potentiality but 10e5 t~at .
mean I had talent, or the potential to develop a talent ? To what
extent was l a tabula rasa when l was born? No two psychOlogist
would agree on this. Talent is much more specifie than
potentiality. l do not appear to have musical talent but I have
scored high on a musical comprehension test. Then we get into
another problem. l have no motivation to develop muslcal
talent. As a field hockey coach I seem to have talent. Three
kids I have coached (field hoc~ey ls a men's and women's game
over here) now play for England. What I do have is a motive to
see ki~s develop. This has come out in coaching field hockey.
My motive seems to affect my approach to coaching. The ~ids in the
team all call me 'Daddy'. You will readily see that when we get
into the potentiality/motivation relatlonship we have opened up
a right can of worms. It doesn't end there. We get into the
opportunity/experience swamp. Field hockey was very much ln
vogue at my High School (a private boarding school). l may well
have had musical potentiality but l had a totally piano teacher
and, when l was nine, l flatly refused to have any more music
lessons. You see where l haVe led us both? If we stay with
potentiality we have to get into latent and manifest potentiality.
How on earth are we to identify latent eotentiality? If you want
to try you should be awarded the V C for exceptional bravery
and court martialled for unecessarily exposing yourself to risk 1
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We can put the lid back on that can of worms by using the
managable concept of talentedness.

On your definition, would you consider the word ~ rather than
desire? Personally l believe compulsion to be the right word
but you may have trouble defending the use of that word to
your committee. Maslow has made the word need :espectable!

l am enclosing an article l put out in 1983. Since that time
l have had the very great privilege of working with Dr Nicholas
Chamberlain •. Dr Chamberlain is a medical doctor who teaches
Family Medicine to post M D students for th~ Royal Society of
Medicine. He has a special interest in gifted children and
contends that Family Doctors must be made aware that the gifted
child is an at risk child. Working with him has vastly expanded
my horizons.

l nov see that there i5 another dimension to the vocational
skills (described in the article as mental ~eguirements). This
ve call the motivating skill. My high skills are people
Orientation, Diagnostic and Verbal. l vas not happy as a
Professor. My rewards came on the tvo afternoons and evenings
a week vhen l vas student counselling. My motivating skill
is People Orientation.

Nick and l have also seen that our career is part, not even
the pivot, of our lifestyle. Career Guidance is a misnomer.
We need to help gifted children to evolve a satisfactory lifestyle.
Our life style hinges on three equally important aspects

career strategies
strategies for creative grovth
strategies for fitness

l enclose my Lifestyle Map and that of an 18 year old pre-medical
student. We tell people at the Clinic that they must update
their Willings Chamberlain Lifestyle Map every tvo years. This
does seem to help multi-talented students.

Some of their frustration vith choices seems to us to reflect
a "pull it all together nov" mentality. The trouble vith
Manpover Planning is that it is is in the hands of 15 year olds.
But do they have to pull it altogether nov. We believe ve have
helped soma of our younger friends by shoving them that they
do not have to pUll together their strategies for creative
grovth nov. They can thrnk of

immediate creative goals
medium term creative goals
long term creative goals.

Then it does become feasable to do many of the things they
have a need (compulsion) to do •

The vord in round brackets on the map is the skill they use in
that particular strategy. The vord in square brackets is the
self they are talking to in that strategy. You say you are in
the middle of your thesis so l imagine you have not the time
to get into this. By way of explanation Nick and l contend that
ve all of us have several selves. As ve go through lite ve tend
to stop talking to more and more ot our selves. My friend
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talking to any of their selves by the time the y take their
degree. Germaine sees not talking to any of our selves
as strategie to burnout. When Germaine was in England last May
we had several da ys of penetrative dialogue. Germaine has
shown me that, as a University Professor, 1 was not talking to
any of the David's. Never, never, never try to identify your
own selves. Germaine identified six David's and Nick
Chamberlain entirely concurs. These are

rescuer David
scientific David
religious David
poetic David
executive David
crusader David.

The religious self does not necessarily imply being active in a
Church. It is the self which needs to get in touch with the
forces beyond space and time. Being active in a Church can prevent
us from talking to the religious self because it sets limits
on the forces. That is why 1 insist that, in my study Of
the duende, 1 am talking to Religious David.

Alice Heim (Intelligence and personality Harmondsworth: Pelican
Books 1970) points out that we ignore creative motivation at
our peril. At this Clinic we look for creative motivation
consistently translated into action. Would this be helpful to you
in identifying the multi-talented ?

7 of our multi-talented younger friends were described to
us by a teacher as lacking task commitment (Renzulli). We have
found what your definition implies. In this age of one shot men
and women they have too much task commitment. We call what is
required of them psychic amputation. They have to amputa te
various rewarding aspects of their lives.

You say you are in the Middle of your thesis. Have you already
designed your research tool? If not May 1 offer a suggestion ?
Would it help you to ask your respondents to rate the
propositions from your definition on a 5 point scala

1 - absolutely true of me
2 - true of me
3 - sometimes true of me
4 - not exactly true Of me
5 - not true Of me at all ?

Your research is MOst important. If there is any vay 1 can be Of
help do let me knov. Since you are under pressure of time
you are very velcome to call me if you can afford it. Please
do remember that we are five hours ahead of you. Here it is
8-00 pm right now. This means it is 3-00 p m vith you.

You could not vish for a better supervisor than Dr Shore •
He combines disciplined scholarship vith a breadth of view.

Sincerely
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Appendix D

Coding Fonn

type data possible origin
row col variable of obtained responses of

data data
1 1 ,,\,,"\ rownumber 1

1 2-4 \l)",tJ ,...,.\'\~ me number 1·180
\I~t""

1 5·7 subiect number 1-223,501-574 assilmed in '84
1 10 1 summer school HMcGlU),2t't aval) '84 coded data

1 11 2 sex 1(male). Questionnaire
2Cfemale) Section 1

1 12-13 3 age 16·25 Questionnaire

c" (as of Jan. 1194) sectionl

1 14-15 4
LOJ'J\\ t~''''')

ethnicity 0-12* QuestionnaireOIOoa.'",L"
section 1

1 16·17 5 SES 14-75* Questionnaire
Section 1-

1 18 6 educ.level 1-7* Questionnaire
section 1

1 19·20 7 Creativitv O&UD '84 coded data

1 23·25 8 Verbal 10 O&UD '84 coded data

1 26·27 9 ,<~ Nonverbal ro O&UD '84 coded data

1 28 10
t.\J''w

variety I(not at al!)· Questionnaire
abilitv 4(verv much ttue) section '4

1 31 11 "\~'\
Barriers 0·4 MVS - 011. 2

1 32 12 l'..... variety I(not at all)· Questionnaire
oODortunitv 4(verv much true) Section 4

1 3S 13 attitude l(neg), 2(neut). '84 Parental
...... to school 3(oos) Ouestionnairel'

1 36 14 f"'" " seeksown IOacks trait)· '84 Parental
answers 5Chil!h de~r.:e) Ouestionnaire
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type data possible origin
row col variable of obtained responses of

data data
1 37 15 curiosity 1(lacks trait)· '84 Parental

5(hi2h degree) Ouestionnaire
1 38-40 16 Science 30-150 Cblldren's Science

.j, ~ Curiositv Curlosltv Scale",.'
1 41-42 17 ,- SChool 0-75 School Sentiment\'"'

Sentiment Index

1 43 18 Learnin2 subscale 0-7 subscale of SSI

1 44-45 19 leisure activities O&up Questionnaire
ütime Section .5

1 48-49 20 leisure activities O&up Questionnaire
last vear Section .5

1 50-51 21 leisure activities O&up Questionnaire
~. Section .5'i:.'c"... <'> ever, ,~

1 52-.53 22 \~'\t." Creative Acl1vlties 0-54 '84 coded data

Checkllst

1 54 23 variety interest 1(not at all)- Questionnaire
4(very much true) Section 4

1 57·62 24-29 Holland '84 types I(R), 2(1), 3(A), '84 Strona
(ranked) 4(S), .5Œ), 6(C)- Inlerestlnventorv

1 63-64 30 % OCCUD, likes 0-100 '84 Sil

1 65 31 '. #OS>40 0-6- '84 Sil
~"

1 66 32
\-ft.,\\1 t'"

#hilthGOT 0-6- '84 Sil..... ,'~
• <~...

1 67·68 33 ,ti' \",,, # hi2h BIS 0-23- '84 Sil

1 69·70 34 H düferentiation 0-100- '84 Sil

1 71·72 3.5 1düferentiation 0-50- '84 Sil

1 73 36 consistency 1(low), 2(mod), '84 Sil
3(hilth)-

2 1 ~\,"\ l',,~ rownumber 2
rj..~ ,.-'

2 2-4
\ \~ ..~

flle number 1-180

2 7·12 37-42 Holland '94 types I(R), 2(1), 3(A), '94 Strona
} (ranked) 4(5), 5Œ). 6(C)- Interest InveDlOrV
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type data possible origin
row col variable of obtained responses of

data data
2 13-14 43

~
% OCCUD. lilces 0-100 '94 SIl

2 15 44 #OS >40 0-6* '94 SIl
,t

2 16 45 ,,\,1,.'.1.... # hil!h GOT 0-6* '94 SIl
1."..",.. '

2 17-18 46 .,\,~" " # I>jl!h BIS 0-23* '94 SIl

2 19-20 47
\~{,....\'

Hdüferentiation 0-100* '94 Sil

2 21·22 48 1düferentiation 0-50* '94 Sil

2 23 49 consistency 1(low},2(mod}. '94 Sil
3Chil!h)*

2 26 50 # l!oals - elem O&uo Interview-0#2a

2 27 51 # l!oals· hs O&uo Interview-0#2b

2 28 52 # l!oals - post hs O&uo Interview~

2 29 53
I.~"

# goals· now O&up add InI-QjSa&b
(,.1'" v"\ (delele reoeats)
,,~

2 30 54 ,~ # l!oals - MVS O&UD MVS

2 31-32 55 # goals - ever O&up add var. 50-54
(delele reoeatsl

2 33 56 1+ choice 7 O(no), l(ves} Interview-ü#4a

2 34 57 Htype 1(R), 2(1}, 3(A}, Interview-Q#5a
ofl!oals 4(Sl, SIE)' 6(Cl*

2 36 58 multipolentialed 1(not al all)- Questionnaire
now 4(verv much true) section 6

2 37 59 elaboration O(nellher}, I(abll}, QuestioMaire
<" mentions 2(1nll. 3(abU & lnll section 6•~~t"~

2 38 60 ,..la .' elaboration l(neg}, 2(neut}, Questionnaireo-r affect 3(00s) section 6
~

2 39 61 multipotentialed 1(not al aIl)- QuestioMaire
then 4(verv much true) section 6

2 40 62 elaboration O(nellher}, l(abll}, QuestioMaire
mentions 2lint), 3(abU & Int) section 6
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type data possible origin
row col variable of obtained responses of

data data
2 41 63 elaboration l(neg), 2(neull. Questionnaire

~
affect 3(00s) Section 6

2 42-43 64 total 3 varieties 3-12 add var. 10,12.23

2 46-47 65 Vocatlonalldentltv 0-18 MVS - 02.1

2 48 66 0#2 from VI Oftrue), l(false) MVS - 02.1

2 49 67 0#14 from VI O(true), l(false) MVS· 02.1

2 50 68 type of O(none), I(other), Interview-Q#6a

Droblem 2fmultlcholcel

2 51 69
~.

effect of 1+ l(neg), 2(neut), Interview-Q#4btl~ .....'\
v"

3(00s)", choice

2 52 70 difficulty of I(very difficult)- Interview-Q#I b

decidin2 5fverv easy)

2 53 71 feel 1(really bad)- Interview-Q#lc

decidin2 5freally 20ad)

2 54 72 confident will be I(never satlsfled)- Interview-Q#5c

haoDY with career 5(will he saUsfledl

2 56-57 73 total career 0-17· Questionnaire

satisfaction Section 3

2 58-59 74 total self 0-17· Questionnaire
.- satisfaction Section 3.~,. ",\

.a" t~

2 60-61 75
o <'

totallife 0-17· Questionnaire,"

satisfaction Section 3

2 62-63 76 grand total 0-51 add var. 74-76

satisfaction

2 66-80 77-91 15 possible 0(none)-3(lots) Questionnaire
~

exoeriences Section 2

3 1 9"~'~""" rownumber 3, (. '"
3 2·4

\W,·
fIlenumber 1-180

3 7-32 92-117 ~ 26 possible 0(none)-3(lots) QuestioMaire
J"""

exoeriences Section 2,."\' ,;...,.•
3 34-35 118

""~,,,, .. , ....,
total exoeriences 0-123 add var. 77-117.l/",l,



•

•

type data possible origin
row col variable of obtained responses of

data data
3 37-77 119-159 ~ 41 possible 0(none)-3(1ots) Questionnaire

1 ' ,.
~~ ..\ '.....Ji-

benefits Section 2~ 'l.'~ ~\
l' ......'

3 79-80 160 ", total benefits 0-123 add var. 119-159

4 1 v '\"" ,1 rownumber 4
,0 r-"~

4 2-4 1~ , .. " file number 1-180

4 7-9 161 % schoo1 liIces 0-100 '84 SIl

4 ID-lI 162 % leisure liIces 0-100 '84 SIl

4 12-13 163 ..... academic cnmfon 0-100 '84S0<,'
4 14-15 164

~99\ ,~.

intro-extraversion 0-100 '84S0s"
4 16-27 165-170

,,~,frl

standard scores 0-100 '84 SIl
GOT '84

4 28-73 171-193 standard scores 0-100 '84S0
81S'84

5 1 ~," ~ row number 50"-" .\\ ...~.
5 2-4 .~( ... fIlenumber 1-180

5 5-6 194 COnilluence '84-'94 0-28* '84 & '94 SIls

5 7-9 195 % schoo1likes 0-100 '94S0

5 10-11 196 ..... % leisure liIces 0-100 '94 SIl
~,~..

5 12-13 197 ~ ,~,;" academic comfon 0-100 '94 SIl
~"

5 14-15 198 'J,,'\~ intro-extraversion 0-100 '94 SIl

5 16-27 199-204 standard scores 0-100 '94 SI!
GOT '94

5 28-73 205-227 standard scores 0-100 '94 SIl
81S'94

*funher explanations:
*variab1e 4 • l(Canadian), 2(Fr. Canadian), 3(Jewish), 4(Greek), 5(b1ack). 6{8rit

Isles), 7(W. Europe), 8{E. Europe), 9{lndia). 10{Egypt). 11{S.E. Asia),
12{other)
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*variable 5 - used father's occupation if possible with Blishen-McRot>ens (1976) scale

- otherwise used rnother's occupation with Blishen-Carroll (1978) scale
- "best-guessed" if necessary

*variable 6 - 1(sorne high school), 2(high school diplorna), 3(some CEGEP),

4(CEGEP diplorna), 5(some university), 6(university degreel,

7(post-bachelor degree)

*variables 24-29 &37-42 - ranked GOT scores from highest to lowest (ties broken

randomly)

*variables 31 & 44 • number of Holland categories with OS scores> 40

*variables 32 & 45 - number of GOT scores with comments from "moderately high"
to "very high"

*variables 33 & 46 - number of BIS scores with comments from "moderately high"
to "very high"

*variables 34 & 47 - [X1-X6] (see Holland, 1985)

*variables 35 & 48 - 1I2[X1-(X2-X4)/2] (see Iachan. 1984a)

*variables 36 & 49 - high consistency when top two GOT scores adjacent on

Holland's hexagon

- moderate consistency when tney are one apart

- 10w consistency when they are opposite (see Holland. 1985)

*variab1e 57 - assigned Holland type to primary present·day career goals (see

Gottfredson & Holland. 1989)

- "best-guessed" if possible. otlterwise assigned "0"

*variab1es 73-75 - combined 3 scores re1ated to each variable from tables in section 3

*variable 194- compared '84 & '94 top 3-letter codes for overlap (see Iachan, 1984bj
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Correlation Matrix of Potential Measures of MF .... " •• ; t'of ,f.

Sil' '<.,'" ,,",P ... d f .. r,d rtfl ,,,.,,"$ \1\\(01.0 ",.' .: ....1 '. f- ~, ... :......, , .. t<olll' .. Al.,o Id\ 1

A:58R ,~',1 AblR ;',i' A23 Al0 At023

A~aR 1. 0000 · 22~8* ,2088* ,4029** .3b03'
AblR 2228* 1.00DO 1193 0021 0668
A~3 · 20813. 1 193 1.0000 '01'\<.'. 8511
Al0 · 4029". .0021 · :';014** 1.0000 · SSI 0
Al00l::! · :1603** , Ob6fl .8511~* .8810** 1.0C100
A:i!2 · 2~~1 ' 201 b · 2761 * · lq33 · 267"
A20 .2341* · 1137 · 1~87 .0489 .1164
A19 · 1;!70 · 1892 .2241* • 1~~8 • :2 \ />'1
1\21 .2702** .OQ88 · 18'?7 · 1918 .2182
A!l;:) -.0904 -.Oa82 • 1967* -.0227 .0938
:.:14 .0672 · 1610 . 210:l* .0037 · 1177
A'" .0341 .1363 · 1371 .0082 · 079~
,10199204 · 2:2El~* .OQ11 .01631** .0634 • 182:;
A4:l .1409 .0334 .1794 .0374 · 10109
A46 · 20~9* · 09:;9 · 173:5 .09b:l · 153:l
A44 · 01 ~1 -.0:148 -. 1288 .0438 -.0439
A43 · 1577 · "41 .2007* .0873 · 1627
A19:l .2371* .0988 .2:lBB** · 1340 · ~22B
A196 ,2'199** ,0622 .3123** · 2:2 19* .30'"
A47 -.0063 .0119 - 00?9 .100' .0'b7
1\4~ 111:;:7 · 1021 , lSOl, .01.>34 · 13H4
A49 CJ378 -. 1079 0686 -. 1140 -.03ILo
Al.!!" 70 -. t L37 -.0083 · 234'7 .090' .17'/11
A32' -.0898 · 020:l .1482 .0334 .0969
A33 -.OÔa!2 -.0172 .1911 .0811 • 1492
A31 -.047:l .0613 -.0091 .0211 .008a
A30 -.07~1) .0040 .2013 .0364 · 1260
A161 -. 021;,3 .0'61 · 2620l* · 1291 .21bO
Albë1 -. 0376 .0613 .1286 .0'4' '. 1004
1\34 - 0099 ,01303 - 2:110 -,OI:lë1 -, 1277
"3'3 ". O'~49 .0'1 ï7 · 1:.:J0!4 .0824 · 12.00
A36 .OU.::I3 -.0792 · il~5~ .20bB · 24L.B

(..,~~'" ~,,""ht~LlI ,(I).I'( .. ..n..,"'u lù,..lt "J"I"',"'') 111)....·( , ...1\ .....,,(\ ~CN'lC(:.l.... '\\ .d: ~.,.h .. 'J,Qh
A20 ,." 1·' If ""'"

,\le.,.. )"\..lI.~ ..... ,(1\\) .s
AiIiI 0. A19 Ail1 A153 A154

· ilSSl .2341* • 1270 .2702..* -.0~04 .OB72
.2016 ' · 1137 · 1892 .09a8 -.Oe8;2 • lbl0
· :il?.!>t. · 1~91 .2;241* · la~1 • 1961* , ;2 1O!).

1'7::13 , Ollfl9 · 15'9 • 1918 -.O~;!7 · 00:) 1
· ë1677* , 1164 · ë116~* .2182. · 0~3B • 1177

1.0000 .3284* · 322B* · ôl3~' -.2083* · O~~b
.3284* 1. 0000 · 4:ilOôl** .6917** -.0400 .0301
.3228* · 420i.l** 1.0000 · ~490** .Oa57 • 1460
.239' .6817*. • ,490.* 1.0000 -.0'71 · 1040

-.2083* -.0400 .08" -.0'71 1.0000 · 266:3-
· 0':l6 .0301 · 1460 • 1040 .2663** 1.0000
.1076 .03:24 · 14'9 · 1262 .2096*. • 762~-
, :?O::l2 2230* · 29S:J*. • 267~** · t 23:l · 13'3'.l
• O:ll' .1:l10 · 2311 * .1460 .0846 -.0147
.2332 · 1711 · 2:5'3** . 169b .0'34 .0740

-. 1119 -.0779 .0294 -. 0260 .0143 .092El
• U36 .1768 .2999** · 1'82 .203'* .OB96
• 231~ . 1703 .2908** .2681*• .0404 • 10:.12
· ë12'2 · ë1072* .3014** .311'** -.0187 · 136~

-.0272 -.07'1 -.07'1 .0674 -.2186* -.09ë14
.1664 • 20'6* · 23"* .3016** -.0491 .0074

10,;\() , 1202 -.Oa13 .177a -.0~20 -.04Që

• · 1 :>'~ê ", 0:;; 10 · ti!11b • 11344 · c;:~~ · ·jIOZ
.1331 -.0668 • ë16S'* · 11:l6 -.0113 · 036El
.0bBa -.0760 · ;27915* · 1141 -.0111 • O~bl
• 03;22 -.0';26 · 227;2 .0786 • 1019 .Oa36
• 1606 -.0149 • ;2814* • 1'64 '. 0;203 • 1490
· 2a'7~ -.0763 .2398 .0'06 .0989 • ;2 li!9 ~
• 2'3:l .0333 .2212 • 1333 .0003 • :3~â!O*
.0303 · 1194 -.0114 .0733 • 02li!~ • 1633
· 1~'7 .01'9 .2488 · la74 .0087 .090'

- ~64' ,0689 .0'06 • U06 .OUO · 101)7



.ftVo'" .' r'"\ \\ • " tvlN <.c\ h"'~ ~ t.,.;"; 1- "...... *,D'11 ~ '_J
~"\,,~,,

';\I~(" ~"J" -'ï' '
1'1:5:5 A199204 A4:5 A40 "44• A'8R .0341 , 228'* ,1409 .20'9* , 01 ~1A61R · 1363 .0911 ,0334 .0959 -. 0540A23 , 1371 ,2631** 1794 · 173' -, lOl08AI0 ,0082 .0634 0374 .0965 ,0438AI023 ,0799 , 1825 , 1209 , 1~3:5 -, 0439A22 , 1076 ,2082 ,0515 .2332 -, 1119Ai20 ,0824 .2230. , 1510 · 1711 -, 0779A19 , 1458 , 29133** , 2311 * · 2553** , 0;,)84AOll · 1262 , Olé79** . 1460, .1696 -.0260A53 .2096** , 123:5 .0846 .0'34 .0143A54 · 762:l** · 13~5 -, 0147 .0740 ,0928

A5~ 1.0000 , 1986* , 1346 , 1342 · O~2~A199204 , 19t16* 1. 0000 , 80r~2** ,0675** , 3440**01145 · 134é ,8092** l, O()VO , 8~JClb"''' , 4114**A46 , 1 :3'12 .8675** , ebO"'** 1,0000 , 4783 **01144 · 0:522 , 3440** , 4114** ,4703** 1,00 01\43 , 1(,60 ,7760** 7é61** .7841** ,3S"H*011195 · 20~O* .7371** ,6879** .7092** · 2920**A196 · 1301 ,7'41** , 6~'8** .7076** · 2743*.01147 -.03213 · O~:!l ,1277 .0407 -,0'6601148 · 1540 .7El98** ,7313** ,7133** , 277'3**A49 -, 00:50 -,0233 - 079·l -,0690 -, 06'3011169170 , 0102 : ':020 , W9.~ · 2'356 -, 09::19A32 , 0256 , 1146 . 1:30:l , ~1()El5 -,0544A33 -. 0::10:5 ,11':>1 1200 , 177·1 -.OS4'A31 -. IS35 -,Olé7 -,0621 .0694 -.0400A3a .0755 • 1114 , 1144 · 2019 -.053:1A161 • O~2~ · 127:1 , 1569 • i2167 .0089A16i2 .1076 ,1439 , 1356 .1673 .034001134 .0970 -,2160 -. 1837 -. 183' .06lH01135 ,0325 • 1752 , 1431 · i20ba -,079001136 , 0~54 .1609 , 1428 • 1142 -.00'9

..~ OLI.'"''1'I.l,o''' '/s \1...... \ \ .. bJ, ..t '. "f, f, 1",-( , ..'t\""'" "1 i\-lilt..J J,tf<,~'1\.h.~ r;:J.,. d,i(",~11.il '" " .... \).Jtc ... ,• "''''1'' "\1)11 "j''''I''
A43 ' A195 A191> A47 A4B A49

. 1577 • 2371 • · i2799*• -.0063 • 1427 .037B
, HI41 .0988 · 0622 .0119 • 1021 -, 1079
, 2007* . 2588** .3123*• -.0079 · 182:1 ,ObB6
,0873 , 1340 · 2219. ,1005 '.06'34 -, 1140

1627 · ~2213* .30:15** ,0567 , 1384 -,O:11b
,1536 , 2::1 19 , 2252 -, 0272 , 1664 · 10'10, 1768 , 1703 .2072* -.0751 , 20:16* · 1202,2999.* ,2808** .3014*. -.0751 , 23:15. -,081:3
. 1:lS2 .2681** .311:1** . 0674 .3016*• .1778
.2035. .0404 -.0187 -. 2186. -.0491 -.0920
.0898 • 1022 · 136' -.0924 .0074 -.0492
,1660 · 20'0* , 1301 -.0328 .1'40 -,OO!50
,7760*. ,7371** .7'41** ,0221 .7898•• -,00l3:J
, 76101** , b879*. . 6'58** , 1277 ,7313*• -, 0794
7841** ,7092** ,7076** · C407 .7133** -.Ob9rJ

, ::Ia'9*. ,2920** .274:311* -,O:56b , 277311* -,Ob':I
1.0000 .6ISS** · bl~:2** -,0035 , ~a7:11*. -, 1~~:'

, bles*. 1.0000 .714111* · 1701 .617'** ,014û
. 61 :12•• .7141*• 1.0000 · 1177 .6:11b*. .0060

-.0035 • 1701 .1171 1. 0000 .4339*. .2818.·
,5872•• . 6175*•. . 6'16*• .43:39*• 1.0000 ,o"e

-. 1225 , 0\46 . 00bO · 2131 S*• .05'8 1,0000
, 1615 , 27'1'* .2666. ,1833 · 1'1' , Oé.'~

01S7 , 0i!'9',)* · 1741 , 1JO 1 ,104' · 1901, 00180 ,2739* ,2102 .1192 , 1019 · 1'30'-.0584 · ~1 :S4 .055:5 .1200 -.09:14 · 1261, 0e>82 · ~3ô;! .2\13 · 1979 • 1016 .2004
.1486 .3384** .2906* · 2448 · 10:50 .0666
. 0628 • 3030• .2934• · 200:1 · • 08~4 .0919

-, 1692 -.;!3~1 -.207' • 123' -. 14'0 -.0770• .1074 . 22é8 .2423 .1721 .1:i!13 .0343
'147 , 166a • 19':.? -.0013 • 110Cl -.lU7
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\ f'\ +o~ c..c·, --•.(.. .(~or ~ '-.,J' <'~\ 7"-·' , t ..,1).-9 "t.J 'f, 0"~'/o.".{
A32 ';'r"

.... J""' .'/,J.,J 1 •
A16~170 "'33 A31 A30

• "~8R -. 1187 -, 0898 -. 0622 -. 047~ -.07~0
A61R -. 0083 ,0205 -,0172 .0613 .0040
A23 · ~:347 · 1482 1911 -.0091 · 2013AI0 .0905 .0334 OBll · ~211 ,0364
AI023 , 17'/4 , 091>9 ' 14'12 0088 · 1260A22 · 1592 · 1331 06FJ8 · Oj~2 , 1606
A20 -. 0:':10 -.0668 -. 07bO -,0:526 -.0149
"19 .2176 .2655* ,2795* .2272 .281,,1-
A21 · 1044 · 1156 · 1141 .0786 · 1~64
~'3 · 02~~ -.0113 -.0111' · 1019 .0203
"'4 .0102 · 0368 .0561 .0836 · 1490
A:J' .0102 · 0.i!56 -. 0305 -. 1535 .0755
A199204 .2020 · 1146 1161 -.0167 , 1114
114' · 1892 · 1383 , 1200 -. 06~11 · 1144
A46 .235<'.> ,2085 1"174 · 01:>94 ,2019
A44 -. 0939 -.0:J44 -.0134~ -,0400 -.053'
A43 .1615 .0187 · 0280 -.0'84 , 06El2
A19' · ~750* .2'90* .2739* ,,2154 .2362
11196 .2666* · 1741 210:2 · O'~' .2113
A47 .1833 · 1::;01 · 1792 .1200 .1979
A4B · 1515 · 104' · 1019 -.0954 · 1016
A49 .0656 · 1901 ' 1305 · 1261 ,2001\
A16!H70 1. 0000 · 70~7"". 3752,.* · :10~,1 ** · 6:S64 ,
Il:'!'' .7aS7** \,0000 90b~"'. ,5700011* , 8649*
A33 · !l752** · IiObS.* 1. GOOO ,5190** · B871-
1131 .3051** .5700** , 5190** 1. ')000 .4493_
A30 · 13~64.* · 864'7** ,8871** · 1\4'~3'.* 1. 0000
A161 .8317** · 76e7** 8405** .4531** .6331·
1116:il .6994** .6685** .7418** · :1547** · 7583·A34 -.2089* -,16\39 ' -.2269* -,0916 -. 1407
113' .9527•• .7310** .8257** .2979** .822:3-
1\36 .0924 -.0082 ,0661 -. 166::1 .0390

%s~..,..\ SIohjl"" ,;t IiI) ..... i ...t-. ..... "1 flolk•• -.1("",...- l:,<kv- JfF'''h'fUo'>o ""'N!J~1

A161"\1..1"
' .. III, ~"

A3' A36A16:il A34

-.0263 -.0376 -.0099 -.0949 .0033
.0561 ,0613 .0803 .0477 -.0792
· a:é2a:!* • 1286 -.2310 .1324 · iiliil59
, 1291 .0545 -.01501 '. 08iil4 .2068
, 2160 ,1004 -, 1277 · 1200 .2408
.2857* · 2~35 .0303 · 1557 -,01645

-.0703 · 0333 • 11 '74 .0159 .0669
.2398 .012101 -,0114 .2488 .0500
.050& · 1333 ,0733 .1874 • 1 '06
.0989 .0003 .0229 .0087 .0150
· 2<!8' .3220* • 11>33 .090' · 1007
,0'22 ,107& .0'770 .032' .0"4
, 1:.1" • 1439 -.2160 • 1":1 , 1609
· 1!l69 · 13'6 -. 1937 · 1431 .1420
.21b7 , 1673 -, 183' .206B · 1142
.0089 .0340 .0651 -.0790 -.00'9
. 148b .0629 -. 1692 · 1074 · 1147
.3384** .3030* -.2321 .2:168 .16&8
.2906* .2934* -.:;'0" .2423 • 19'3
.2448 · 2005 · 1235 • 1721 -.0013
.1050 .0824 -. 1450 • 1213 • 1100
.0&&0 .0819 -,ono .0343 -. 11 ~7
.8:1\ 7** ' .o'7'?4** -.:&lOS9* , ~iil7*. ··-.O'J24
.7687** .6b85** -. 18a9 .7310** -.008::!
.8110'** .7418** -.2:il69* .8257** .0661
.4531** ,3547** -.091& .2979** -. 1663
.8331** .7'83** -. 1407 .8ô!23** .03'70

1.0000 .81b:i!** ,0167 .9343** · 06:i!7
. 81b2*. 1.0000 · Oiil6:il . 71bO** • 14&6
.01b7 , 02b2 1.0000 .0140 .0484• .8343** .7160** .0140 1.0000 .0'706
.Ob27 .1466 · 01184 .0906 1.0000

Note. ft r" .05
li! .p<..OI
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Appendix E2

Stability (Means & Correlations) of Sil frnm 19R4 to 1993194

Variable Mean (SD) ANOVA Correlation

(n =61) 1984 1993/94 1 p< ,.
" <

rcalistic 45.033 46.754 -1.05 .299 .IR9R .14?

GOT (10.371 ) (9.791)

investigativc 46.426 51.721 -3.33 .002 .2951 .021

GOT (11.845) (9.536)

artistic 44.885 50.934 -4.07 .000 .3633 .004

GOT (11.035) (9.377)

social 39.541 46.295 -3.74 .000 .3276 .010

GOT (13.315) (10.769)

enterprising 44.607 41.984 1.40 .166 .0560 .66R

GOT (11.914) (9.126)

conventional 45.147 43.869 0.62 .:>39 -.0717 .5R3

GOT (12.724) (9.113)

agriculture 43.951 43.115 0.78 .441 .399 .001

BIS (7.0 II) (8.240)

nature 39.607 46.688 -2.60 .012 .406 .001

BIS (11.296) (11.205)

adventure 50.525 54.246 -2.61 .011 .45R .001

BIS (11.024) (10.340)

military activity 51.738 47.475 2.34 .023 .070 .591

BIS (10.890) (9.976)

mechanicaI acl 48.344 50.639 -1.46 .150 .267 .lm
BIS (10.201) (10.093)

science 51.295 53.820 -1.65 .105 .224 .082

BIS (10.316) (8.814)

mathematics 50.672 52.836 -1.21 .231 .125 .336

BIS 00.809) (10.317)

medicaI science 46.525 47.246 -0.44 .664 .396 .002

BIS (11.502) (11.948)
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Variahle Mean (SV) ANOVA Correlation

(n = 61) 1984 1993/94 t D< r D<

medical service 48.361 48.066 0.19 .847 .328 .010

BIS (11.137) (9.275)

musicldramatics 44.525 51.246 -4.70 .000 .391 .002

BIS (10.774) (9.345)

art 47.279 50.525 -2.20 .032 .426 .001

BIS (10.655) (10.882)

writing 44.688 51.164 -4.49 .000 .421 .001

BIS (10.868) (10.047)

teaching 43.098 50.869 -4.43 .000 .343 .007

BIS (12.881) (10.864)

social service 41.705 49.344 -4.68 .000 .264 .040

BIS (9.651) (11.247)

athletics 45.787 48.279 -1.72 .090 .371 .003

BIS (10.058) (10.106)

domestic activ. 43.426 49.426 -3.64 .001 .331 .009

BIS (12.195) (9.780)

religious activ. 41.147 43.377 -1.62 .IIO .221 .087

BIS (8.964) (8.192)

puhlic spcaking 44.475 47.820 -2.17 .034 .257 .046

BIS (9.906) (9.88J)

law/politics 44.311 47.688 -2.24 .029 .285 .026

BIS (9.969) (9.688)

merchandising 42.885 41.098 1.02 .314 -.004 .975

BIS (9.632) (9.758)

sales 49.1148 43.180 3.91 .000 -.079 .544

BIS (8.466) (7.643)

husiness mgmt. 43.262 41.902 0.70 .487 .069 .599

BIS (12.323) (9.803)

oflice practices 49.016 45.623 1.97 .053 -.046 .723

BIS (10.557) (7.862)

total of 6 265.639 281.557 -1.82 .074 .202 .1I9

GOT scores (63.764) (40.661)
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Variable Mean (SD) ANOVA Correlation

(n =61) 1984 1993/94 t 0< r 0<

#GOT> 1.115 1.361 -0.85 .401 .138 .288

"mod hil!h" (1.967) (1.438)

#BIS> 4.820 6.459 -1.94 .058 .177 .171

"mod. hil!h" (5.792) (4.380)

# Holland categ. 3.492 4.541 -4.86 .000 -.040 .760

w/OS>40 (1.273) (1.058)

% "likes"-- 22.656 25.984 -LlO .274 .079 .544

occuoations 09.914) 04.231)

% "likesll
__ 32.000 41.197 -2.85 .006 .369 .003

school subiects (24.673) 09.668)

% "Iikes"-- 32.885 39.033 -4.86 .000 .315 .014

leisure activities (17.626) (16.265)

academic 39.885 49.279 -4.13 .000 .415 .001

comfon (17.626) 04.972)

introl 59.869 51.262 4.38 .000 .378 .003

extraversion (15.033) 02.202)

Holland 15.6557 20.492 -4.79 .000 .123 .343

differentiation (5.896) (6.027)

Iachan 24.918 27.082 -3.05 .003 .121 .352

differentiation (4.845) (3.358)

consistency 2.311 2.492 -1.35 .181 -.116 .374

(0.743) (0.649)




