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ABSTRACT 

The purpose of this study was to identify and describe links 
between teachers' learning styles and teaching styles, as reflected in 
their planning of instructional strategies. The investigation of the 
research questions was conducted through the lens of Myers-Briggs 
personality type theory. 

The research sought to identify teachers' Myers-Briggs 
personality profiles, their teaching and learning styles, and the 
influences and constraints which affected the way teachers planned 
instructional strategies for their students. The study was conducted 
in two main stages, the first focusing broadly on teachers' personality 
types, learning and teaching styles, and the second more specifically 
on formal planning. Data were gathered using personality measures, 
questionnaires, inventories, workshops and interviews. 

Findings indicated that participants' personality types as 
identified through the Myers-Briggs Type Indicator (MBTI), were 
reflected in their learning styles. However, in comparing 
participants' learning and teaching styles, it was found that there 
were often variations between preferred and actual teaching styles. 
For many participants, actual teaching styles were found to be a 
blend of a teachers' preferred teaching styles, learned skills and their 
responses to particular needs. 

The tendency towards a blended actual teaching style was 
attributed to a wide range of influences on teaching, which could be 
categorised under the broad headings of planning, classroom 
atmosphere, teaching techniques, qualities valued in students, 
teacher-student interactions, classroom management, student 
behaviours, teacher behaviours, evaluation and goals. 
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Significant among teachers' stated influences on teaching style, 
was the teacher's dominant (most preferred or developed) MBTI 
function. This manifested itself in areas such as classroom 
management and teachers' expectations and personal interactions, but 
was less evident in teachers' formal planning. However, apart from 
the dominant function, other factors which influenced actual teaching 
style were also found to impact on teachers' formal planning of 
instructional strategies. 

In conclusion, teachers' preferred learning styles were not 
significantly reflected in their formal planning. This finding, 
together with data which suggested that influences on actual teaching 
styles went beyond natural preferences, indicated that teachers did 
not always teach in ways consistent with how they themselves 
preferred to learn. These findings also highlight the complex 
interrelationships involved in the teaching-learning dynamic, and the 
need for elements such as planning to be viewed in the overall 
context of the teaching process. 

Recommendations for future research include expanding this 
research through a broadened focus on planning. In this context, 
planning would be viewed as a process which is cyclical in nature 
and which underlies all stages of teaching, and both the formal and 
informal aspects of planning. 
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CHAPTER 1 

INTRODUCTION 

Background of current educational change 

Educators have long been aware that classes of students are not 
homogeneous groups, and that each child has unique innate 
differences and strengths. While well intentioned philosophical 
statements are often made at a systems level about considering 
the child as an individual, in reality the structure of an education 
system often mitigates against encouraging individual differences 
to any significant degree. 

At a school and classroom level, administrators and teachers work 
within ever increasing constraints such as time and curriculum 
demands, as schools become more assessment driven with the 
advent of Performance Standards and National benchmarks. 

Such measures of public accountability reflect community 
expectations of basic student outcomes in key competency areas. 
Increasing accountability at all levels of education also reflects 
the current political reality of economic rationalism. 

In addition, the curriculum is continually broadening with the recent 
added inclusion in Primary Schools, of LOTE (Languages Other Than 
English), Human Relationships Education and other systems 
priorities. 
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Classes are moving towards common aims within common time 
frames. In Secondary Schools, innovations such as vertical 
timetabling which offer increased flexibility in subject choice 
and time frames are still the exception rather than the norm. 

In Primary schools, some changes have been made in areas such 
as multi-age groupings and flexible progression for gifted students. 
However, apart from new curricula and added demands on teachers, 
the basic structures which affect or support students directly, remain 
relatively unchanged. 

A report by Moore, Kramer & Baker (1982), on educational 
practices, suggests that in the past, the logistics and practicalities 
of identifying individual differences, and then translating them into 
useful classroom applications, has been left largely to teachers' 
own skills of professional judgement and their knowledge of the 
group interactions and dynamics of their classrooms. 

Fullan & Hargreaves (1991) in reviewing educational reform and 
interactive professionalism, note that administrators and committed 
teachers have long devised their own programs and strategies to 
address students' differing and changing needs. 

While many of these initiatives have had very positive outcomes 
and benefits, such programs may owe their success more to the 
enthusiasm and commitment of those involved than to any sound 
philosophical or theoretical base. This in no way diminishes the 
commitment of the educator, as vision can only be as effective as 
beliefs, experience and opportunity. 

Moore, Kramer & Baker (1982) cite Goodland's study of teachers 
which concluded that 85% of classroom time was devoted to 
teacher talk. This was attributed to the fact that "people cannot do 
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what they have not been taught to do." (p.20). Keefe (1987, p.38) 
supports this stance stating that "teachers often teach in the ways 
they have been taught." The corollary of this is that teachers tend to 
teach in the way they know best. 

Conversely, when teachers are introduced to new models and 
strategies they are then able to broaden their teaching base to 
become potentially more effective teachers (Fullan & Hargreaves, 
1991). This is especially important given the highly individual 
and specialised nature of attending to the developmental needs of 
children. As Moore, Kramer & Baker (1982, p.20) point out, 
"Increasingly, educators with expertise in cognition are pointing out 
that strong educational achievement depends upon balanced human 
development." 

The importance of learning and teaching styles 

With the advent of major research into learning and teaching styles 
over the past twenty years, particularly in the United States, teachers 
now have a window through which to view individual differences and 
explore implications and applications for classroom practice in a 
meaningful way. 

United States based theorists such as Lawrence (1982a,b), Gregorc 
(1979, 1984), Guild & Garger (1985), Keefe (1987), Curry (1990), 
Dunn (1990) and Butler (1982, 1993) have made significant 
contributions in this field. Specific studies are identified in Chapter 
2 - Literature Review. 

Moreover, the ongoing development and rigorous testing of a number 
of instruments to identify and measure learning and teaching style 
preferences, has brought the theory and the practice closer together, 
and within the tangible reach of classroom practitioners. 
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In addition, this strong research base has provided professionals with 
a common vocabulary to discuss, explore and critically compare 
particular learning and teaching style theories and applications, to 
determine which may be relevant to their own classroom teaching and 
learning environments. 

Empowering teachers to make informed choices and decisions 
about the application of particular learning style theories to the 
complex reality of the classroom, necessitates teachers having access 
to, and familiarity with, effective and theoretically sound, learning 
and teaching style constructs and strategies. Making informed and 
thoughtfully selected choices may also require opportunities for 
reflection and sharing with colleagues. 

Considerations inherent in the process of investigating or choosing 
one or more instruments or theoretical applications, and whether to 
proceed with implementation, may include 

- the logistics and practicalities of implementation in terms of 
time, cost and human resources, including teachers, 
students and consultants 

- the availability of personnel with expertise in the particular 
instrument, - its administration, interpretation and 
theoretical framework 

- the availability of personnel for on-going follow up support 
to teachers, and if applicable, to students 

- the explicit support of the school administration 
- the long term commitment of the teacher(s) involved to 

developing an understanding of the theory and its effective 
implementation in the learning environment 

- the validity and reliability of the instrument 
- ethical considerations such as confidentiality, individual, 

parental and/or school clearance 



- ethical and professional considerations such as - What is the 
purpose of the program? Is there a plan in place as to how 
the information will be used? 

- the use of the data as a starting point to support rather than 
to categorise or label 

Gronlund (1985), Wiersma (1991) 

Teaching and learning style theories and related instruments 
provide teachers with valuable tools with which to make more 
informed judgements as to how best to support their students 

However, information gained in this way, needs to be coupled with 
the professional expertise and personal knowledge of their students 
which teachers bring to a learning environment. In this way the 
information can be used more accurately and effectively. 

Learning and teaching style theories and instruments also provide 
an opportunity for teachers to reflect on their own learning and 
teaching styles. Butler (1982, p.61) maintains that "the teacher's 
style, often a neglected factor in analysing classroom dynamics is 
as vital a consideration as the student's style, regardless of content 
area or grade level." 

Given the expanding nature of the education process and associated 
systems' expectations, teachers find themselves with an increasingly 
demanding role. However, Guild (1990) maintains that a knowledge 
of learning styles makes teachers' jobs easier in the long run, as it 
gives them more strategies for dealing with teaching and learning 
problems. As she explains in an interview with Brandt (1990, p.12), 
a knowledge of style " ...can help us to realize that we can set 
uniform objectives but honor individual approaches." 
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Personality in learning 

Guild & Garger (1985) point out that the key to these individual 
approaches can be found in basic personality patterns which 
influence an individual's behaviour. They refer to these patterns 
as personality style, and indicate that when these personality patterns 
are reflected in an individual's learning, we refer to the individual's 
learning style. When they manifest themselves in teaching, they are 
known as teaching style. These interpretations are used as global or 
broad definitions when referring to these terms throughout the study. 

Guild's & Garger's (1985) assumption that personality is a key 
determinant in learning and teaching style preferences forms the 
basis for this study. The personality based Myers-Briggs Type 
Indicator (MBTI), and its related typology provide a useful 
framework for looking at teaching and learning, from a personality 
type focus. 

In terms of the issue under investigation, Golay (1982) argues 
that personality type provides a starting point for teaching and 
developing instructional strategies to cater for a range of individual 
differences and learning styles in the complex and changing 
environment of the classroom. He maintains that "it is the student's 
personality style that determines which instructional methods will be 
most effective..." (p.viii). These interwoven elements reflect the 
main focus of this investigation. 

Statement of the problem 

The central research question addressed in the study is: 

Are leachers' learning styles reflected in their planning of 
instructional strategies? 



There are also a number of associated research questions which are 
inherent in the focus of the research. 

Associated research questions 

I. Are teachers' learning styles related to their 
Myers-Briggs personality types? 

Are teachers' teaching styles related to their 
learning styles? 

Are teachers' teaching styles reflected in their planning of 
instructional strategies? 

Are there other identifiable factors which influence 
teachers' teaching styles? 

Myers-Briggs Personality Type Theory, which also encompasses 
Murphy-Meisgeier Type Theory, is the major framework used to 
explore these questions. The methodology deemed most appropriate 
to the nature of the research questions and the use of the personality 
based indicator, utilises a combination of action research and 
descriptive research methodologies. The research design, its 
rationale and implementation are outlined in detail in Chapter 3 - 
Methodology and Procedures. 

Theoretical framework of Myers-Briggs type theory 

The Myers-Briggs Type Indicator (MBTI), a self report questionnaire 
developed by Myers and Briggs, and first published by the Center for 
Applications of Psychological Type (CAPT) in 1975, provides a 
measure of personality by looking at preferences and patterns in the 
way people "use their minds". (Myers & Myers, 1980, p.1) 
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The MBTI is one of the most widely used indicators of personality 
type with adult populations, in the world. It is used in such diverse 
applications as Education, Relationship Counselling, Organisational 
Management, Parenting, Career Guidance, Conflict Resolution, Team 
Building and Spirituality. (Kroeger & Theusen, 1988). 

The Murphy Meisgeier Indicator for Children (MMTIC) is based on 
Myers-Briggs type theory, and measures the same preferences. It is 
designed for use with children from approximately six to twelve 
years of age. While it was developed primarily for educational 
applications, it is also used in parenting and counselling settings. 
(Meisgeier & Murphy, 1987) 

Throughout the research, the terms "Myers-Briggs type theory" and 
"Myers-Briggs typology" are used interchangeably to encompass both 
Myers-Briggs and Murphy-Meisgeier concepts. This commonality in 
the two frameworks, is essential to the formulation of the design and 
process of the research. 

The basic assumption underlying this stance is outlined later in this 
chapter. Specific educational applications of Myers-Briggs type 
theory and their associated theoretical frameworks are addressed in 
further detail in Chapter 2 - Literature Review. 

Both indicators are based on Jungian theory, which argues that there 
are consistent, orderly and identifiable patterns in seemingly random 
variations in behaviour. Myers (1980, p.1) states that these can be 
attributed to "basic observable differences in mental functioning" or 
in Jungian terms, basic differences in the way people prefer to take 
in information (perception) and how they make decisions 
(j udgement). 

The MBTI and the MMTIC identify eight dimensions of personality 
which are organised into four bi-polar scales - namely the Attitudes - 



E and I (Extraversion and Introversion); the Functions - S and N 
(sensing and iNtuition) and T and F (Thinking and reeling); and two 
further Attitudes - J and P (Judging and perceiving). 

EXTRA VERSION -----------INTROVERSION (Attitudes) 
SENSING ---------------------INTUITION (Functions) 
THINKING -------------------FEELING (Functions) 
JUDGING ---------------------PERCEIVING (Attitudes) 

In scoring the indicator, points are allocated on the basis of the 
consistency with which a person chooses one preference over the 
other, in response to a series of forced choice questions. These 
points are then converted into preference scores. 

The direction of preference towards one preference or the other, for 
example, E or I, is of greater importance than the actual score, 
although scores may be useful in assisting with verifying the 
identified type. Scores indicate clarity of preference, as opposed to 
strength of preference. 

The MBTI and the MMTIC identify one preference on each of these 
four separate scales. The identified preference is denoted by its 
initial letter, for example E (Extraversion) or I (Introversion). Due 
to the developmental nature of type in children, the MMTIC also 
allows the option of one or more undefined preference, denoted by 
the letter "U" 

The four letters are combined into what is termed a person's 
personality 'type', for example, an INTJ would be an Introverted 
Intuitive Thinking Judging person. There are 16 different personality 
types represented on the Myers-Briggs Type Table as shown in Table 
1.1. 



Table 1.1 
Myers-Briggs type table of the 16 Personality types 

I  S T J I  S F J I N F J I N T J 

I  S T P I  S F P I N F P I N T P 

E  S T P E  S F P E N F P E N T P 

E  S T J E  S F J E N F J E N T J 

Source. Myers & McCaulley (1985, p.3]) 

The Myers-Briggs Type Indicator, is intended, as its name suggests, 
as an indicator, and as such, it is important that the initial 
identification of a person's type is then verified by the individual. 
This guiding principle and the verification process are further 
detailed in Chapter 3 - Methodology and Procedures. 

Myers (1987) has provided an accompanying 1 page profile for each 
of the 16 types. Each profile outlines the characteristics of the 
particular type, and like the identified types, the personality type 
profiles are neither prescriptive, nor rigid. 

10 
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As Newman (1993, p.23) indicates, Jung's typology is not a static 
trait providing "pigeon holes for people's behaviours, but rather ... a 
dynamic theory of how certain basic psychological processes, 
common to all of us, interact to produce differing types of 
personalities." 

Rather, the profiles are intended as a starting point for exploring 
personality, and like the person's four letter type, need to be verified 
by the individual. Myers, quoted in Lawrence (1982a, p.19) 
advocates the use of a knowledge of type in the following way 

For most people, really understanding their own type 
in particular, and other people's types in general, is 
a releasing experience rather than a restricting one. 
It sets one free to recognise one's own natural bent 
and to trust one's own potential for growth and 
excellence... 

Myers-Briggs type theory suggests that everyone uses each of the 
eight dimensions, and is able to develop learned skills, but that each 
person has an innate natural preference for one particular dimension 
from each bi-polar scale. Type dynamics is the interaction of the 
four preferences in an individual, and is a critical basic principle 
inherent in understanding and applying type theory. 

Type theory further hypothesises that while each person is unique as 
an individual, there are also certain characteristics which tend to be 
common to people within each of the 16 Myers-Briggs personality 
types. 

It is also important to note that while two people may both be, for 
example, INFP's, of course, they will not be exactly the same, as 
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there are also individual differences within each type. (Myers, 1987). 
Roger Pearman (1992, p.3) quotes Jung in saying that 

One can never give a description of a type, no matter 
how complete, that would apply to more than one 
individual, despite the fact that in some ways it aptly 
characterizes thousands of others. Conformity is one 
side ... uniqueness is the other. 

The dynamics of personality type can be considered analogously as a 
weaving, where the 4 letters of a person's type, for example, INFP 
are like the vertical or warp threads of the weaving. This basic 
structure is common to all INFP's. 

Figure 1.1 
The four basic strands or threads of the INFP personality 

IN FP 

The horizontal or weft threads which are woven through the basic 
structure, are the person's unique life experiences and their learned 
skills. These will be different for each INFP, as will the way the 
basic structure and the added dimensions interact. Thus, two INFP 
weavings may look completely different, even though there are 
underlying areas of commonality. 



Figure 1.2 
The horizontal threads of two INFE's unique life experiences and 
learned skills 

This also demonstrates another important element of Myers-Briggs 
theory. As illustrated in the weaving analogy, a person's underlying 
type is not readily apparent to the outsider. 

Therefore, extreme caution should be exercised in the attribution of 
type characteristics to an individual on the basis of either identified 
type or speculation. Type categories are intended primarily as 
indicators, and misuse through attempts at definitive attribution of 
type is not only counterproductive, but potentially damaging. 

While this is critical for adult interactions, there is also a caution 
here for teachers in resisting the temptation to categorise students. 
Casual observations of a student's behaviours are not always true 
indications of natural preferences. 

These casual observations may fail to take account of factors which 
are not clearly or immediately evident. One such factor which may 
be overlooked in the teacher's enthusiasm to apply type concepts, is 
the developmental nature of type in children. 

13 
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What is currently being manifested in the child's behaviours may be a 
reflection of experimentation with a particular aspect of type, rather 
than an indication of a natural preference. Meisgeier & Murphy 
(1987) suggest that children are involved in an ongoing process of 
experimentation with type preferences, to assist them in establishing 
a dominant function. 

This process occurs in most children up until the age of about 12, by 
which time the dominant function (one of S, N, T or F) has usually 
established itself. The concept of the developing dominant function 
in children is an underlying element of this research, in that the 
dominant function is integral to how a child learns. 

A major assumption of this research study is that the characteristics 
of a particular preference which relate to adults also relate to 
children with the same preference, although at a different level of 
development. The adult, it is suggested, will be more developed and 
flexible in the use of the preference. 

Therefore, teachers' knowledge of their own style will assist not only 
in working with children who have styles similar to their own, but 
may also heighten a conscious awareness of the needs of those 
children whose styles differ markedly from their own. 

A person with a preference for Sensing , for example an ISFP, 
prefers to focus on the present and concrete reality, while a person 
with a preference for Intuition, for example, an INFP, prefers to 
focus on the future and possibilities. Accepting this assumption, this 
preference will be true regardless of whether the person is a child or 
an adult. 
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The assumption put forward here is borne out in the literature in the 
work of Myers (1980), Lawrence (1982a,b), Golay (1982), Hanson, 
Silver & Strong (1984), and Meisgeier & Murphy (1987). The latter 
developed the Murphy-Meisge/er Indicator for Children (MMTJC), 
based on Myers-Briggs theory, on this very premise. Meisgeier & 
Murphy (1987) saw the need for a tool to describe the individual 
differences in children as at least as important, if not more important 
than for adults. 

Meisgeier & Murphy (1987, p.1) suggest that the difference in using 
type with children lies in the fact that "with children, the issues are 
related not only to understanding the type of oneself and others, but 
also to the development of type in healthy and functional ways." 

The complex nature of typology and the wide ranging characteristics 
of each preference necessitate the presentation of an overview. (See 
Table 1.2). This broad overview lists some of the characteristics 
inherent in type preferences, which apply to both adults and children, 
and are utilised in both the MBTI and the MMTIC. 

These characteristics are presented under the headings of the eight 
preferences represented on the four bi-polar scales, namely 
Extraversion - Introversion, Sensing - Intuition, Thinking - Feeling 
and Judging - Perceiving. The typology is expanded upon throughout 
the thesis, and further detail for each preference is presented in the 
Learner Characieristics/A ct/v/ties Reference Sheet. (See Appendix 
2) 

Clarification is required in considering the terminology of these eight 
preferences, as their intended meanings are not immediately clear 
from the terms themselves. In Jung's typology, the terms 
"Extraversion", "Introversion", "Sensing", "Intuition", "Thinking", 
"Feeling", "Judging" and "Perceiving" do not reflect the common 
meanings usually attributed to them in the English language. 
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In the case of the word 'Exiraversion', the spelling also differs from 
the usual English spelling. The Type Writer (1993) provides some of 
the following insights for considering these preferences. 

Jung's theory proposes that an Extravert, for example, is someone 
who draws energy from interacting with the outer world of people 
and things. It does not necessarily mean that an Extravert is loud 
and boisterous. 

Jung proposes that an Introvert, on the other hand, is someone who 
draws energy from the inner world of concepts and ideas. It does not 
necessarily mean that an Introvert does not relate well to people or is 
anti-social. 

A Sensing type prefers to rely on the five senses to gather 
information. An Intuitive type prefers to perceive the world by 
moving from the overall impressions of the big picture to the 

0 s sib i 1 i tie s. 

A Thinking preference does not infer that a person is without feelings 
or is non-caring. Instead, it indicates a preference for making 
objective decisions based on logic and analysis. The Feeling person 
is not necessarily illogical, but instead prefers to makes decisions 
based on personal values and people. 

A Judging type is not necessarily judgemental, but likes a planned 
approach with a goal of having things decided and completed. A 
Judging person prefers closure. 

A Perceiving type is not necessarily perceptive. This person is more 
interested in the process than the goal, and likes things to have a 
degree of open endedness. These eight preferences are outlined in 
Table 1.2. 



Table 1.2 - A broad overview of the four bi-polar scales and the 
eight preferences as represented in Myers-Briggs typology 
and used in both the MBTI and the MM TIC. 

ATTITUDES - E and I 
INDICATE NATURAL PREFERENCE 
FOR WHERE ATTENTION AND 
ENERGY IS FOCUSED 

E - Extraversion An Extraverted person is usually 
energised by the outer world of action 
and people 

I - Introversion An Introverted person is usually 
energised by the inner world of ideas 
and reflection 

FUNCTIONS - S and N INDICATE NATURAL PREFERENCE 
FOR HOW INFORMATION IS 
GATHERED AND PROCESSED 

S - Sensing A Sensing person usually prefers to 
work with facts and concrete reality 

N - iNtuition An iNtuitve person usually prefers 
to work with ideas and concepts 

FUNCTIONS - T and F INDICATE NATURAL PREFERENCE 
FOR HOW DECISIONS ARE MADE 

T - Thinking A Thinking person usually prefers to 
make decisions based on analysis 
and logic 

F - Feeling A Feeling person usually prefers to 
make decisions based on personal 
values 

ATTITUDES - J and P INDICATE NATURAL PREFERENCE 
FOR DEALING WITH THE OUTSIDE 
WORLD 

J - Judging A Judging person usually prefers a 
planned approach with closure 

P - Perceiving A Perceiving person usually prefers a 
flexible, spontaneous approach 
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II 

How these characteristics relate specifically to learners of each 
preference is outlined in detail in the Learner Characteristics/ 
Activities Reference Sheet. (See Appendix 2), along with suggestions 
for the types of activities through which different types tend to learn 
most effectively. This reference sheet offers a model for applying 
type concepts to the planning of instructional strategies to cater for a 
wide range of learning styles. 

Thus, Myers-Briggs theory also offers teachers a framework for 
reflecting on their planning and on the factors which influence their 
teaching. In addition it provides teachers with starting points for 
catering to a wide range of learning styles. 

Purpose of the study 

The purpose of this research was to investigate 

- a model for planning and reviewing planning using type theory 
- teachers' planning of instructional strategies to cater for a range 

of learning styles 
- the potential for improved teaching and learning 

outcomes 
- participants' awareness of their own unique strengths, and 

their teaching and learning styles 
- participants' insights into their understanding of learning, 

teaching and personality styles different from their own 
- implications for classroom applications of Myers-Briggs 

personality type theory 

While Myers-Briggs has been widely used internationally as a 
framework for reflecting on learning and teaching styles, the vast 
majority of research to date has been based on data in American 



settings. It is intended that this research will provide some useful 
insights in an Australian context. 

Specifically, this study seeks to 

- identify and explore teachers' MBTI profiles 
- identify and explore teachers' own learning styles 
- identify and explore teachers' own teaching styles 
- identify and explore implications for the classroom 

It is beyond the scope of this study to 

- come to conclusions about whether or not learning style 
differentiated instruction results in higher achievement 

- observe and explore actual classroom interactions and 
dynamics 

- explore the physical classroom environment in terms of type 
preferences 

- address the issue of students using a knowledge of their own 
learning style to enhance learning outcomes or self esteem 

- discuss the development of the auxiliary function in children. 

The Myers-Briggs framework, "...because of its comprehensiveness 
in characterizing the structure of conscious mental activity" 
(Lawrence, 1982b, p.103), is the model used throughout the research 
process, to link and organise the various aspects of the study. 

This area of conscious mental activity is an underlying and major 
aspect of looking at teaching and learning styles. The usefulness of 
Myers-Briggs theory in focusing on teaching and learning is 
investigated through this study. 
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As Armstrong (1987) suggests, there is a great deal of commonality 
in many of the teaching and learning style theories. He argues (1987, 
p.157) that "the various theories are variations on a theme..." 
Perhaps this is in part, because they share the common goal of 
understanding and valuing individual differences. 

Sum ma ry 

The primary focus of education is first and foremost on people. 
Fundamental to this focus in the school setting, is an awareness of 
the interpersonal dynamics basic to communication and classroom 
interactions, and to building the rapport and trust so crucial to 
successful teaching and learning. 

Those at the vanguard of education are the teachers, and in the 
school setting, it is the teachers who have the most direct and 
powerful impact on the children in their care. Therefore, the study 
investigates teachers' personality styles and implications for the 
classroom. 

Teachers have the power and responsibility to recognise and 
acknowledge the diversity in their students, while at the same time 
nurturing individual's strengths. This is a challenging, if not daunting 
task for any professional. 

Against a background of increasingly complex educational demands, 
teachers are looking for tools which are able to provide sound, 
practical and realistic classroom applications to assist them in 
supporting their students. 

This study suggests that the task of addressing individual needs may 
become more accessible and manageable through a working 
knowledge of learning and teaching styles. It further suggests that 
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Myers-Briggs typology, being a personality based construct, offers 
teachers a useful background to learning and teaching styles, in 
supporting and fostering the child's development both educationally 
and personally. 

Myers-Briggs typology also assists teachers in recognising their own 
learning styles and exploring links with personality or teaching 
styles. In this way, teachers' understanding of Myers-Briggs 
concepts has the potential to be a catalyst for change. A recognition 
of this is reflected in the elements of action research intrinsic to this 
particular study, thus providing practical insights and possible 
applications for participants both during and after their involvement 
in the research process. 

A basic precept of the research is the recognition of the diversity of 
teachers. Different teachers may work in different ways within their 
own teaching styles. They may have different visions, different 
perspectives and different interests. Education systems, need to find 
a way to respect and value this diversity, and to harness the potential 
that teachers offer to their students. 

Recommendations from the Queensland Ministerial Consultative 
Council On Curriculum (Wong, 1992) include professional 
development and opportunities for teachers to examine their current 
teaching practice and adopt new strategies. 

The aims of such strategies include the enhancement of skills in 
teaching, and a heightened awareness of individual student needs and 
learning styles. The committee also suggests flexibility, and a 
diversity of teaching strategies and learning situations. These 
recommendations to support teachers in enhancing student outcomes, 
sit comfortably with the philosophy of Myers-Briggs typology and its 
celebration of individual differences in students and teachers. 



Overview of the remainder of the thesis 

Exploring the link between teachers own learning styles and 
instructional strategies reflected in their planning is the basis of this 
study. 

Chapter 2 - Literature Review discusses relevant supporting 
information from the literature and highlights the relevance and 
significance of the study in the broader context of learning and 
teaching styles. It also considers implications for the classroom from 
the perspective of Myers-Briggs type theory. 

Chapter 3 - Methodology and Procedures outlines the processes and 
procedures implemented to investigate the research questions. The 
underlying rationale for the research design is also detailed. 

Chapter 4 - Data and Analysis draws together the data gathered from 
the study and analyses and interprets the findings. These findings 
are discussed and considered, in the light of the literature and links 
within the study which relate to the research questions and the 
purpose of the study. 

Chapter 5 - Summary and Conclusions links all the areas of the thesis 
and draws conclusions in the light of the research questions. It also 
makes a number of recommendations for further research. 
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CHAPTER 2 

REVIEW OF THE LITERATURE 

Introduction 

The literature is reviewed from the perspective of the broad context 
of current knowledge of learning and teaching styles and individual 
differences. Specifically, this information encompasses a number of 
learning and teaching style constructs and their applications. A 
common thread which emerges throughout the review of these 
theoretical constructs, points to the importance of personality type as 
a significant and useful indicator of individual differences in teaching 
and learning. 

Within this context the review then focuses on the applications and 
usefulness of Myers-Briggs and associated typology models in 
looking at the interrelationships between personality, type 
development in children, teaching and learning. 

It also considers figures on typical type distributions for teachers and 
students, and draws conclusions about imbalances in this area. In 
addition, the review considers the implications for teachers in 
catering for students of particular types and different learning styles. 

More specifically, in terms of the issue under investigation, the 
review of the literature draws together four main interrelated areas of 
research - learning and teaching styles, Myers-Briggs type theory, 
the manifestation of type differences in learning and teaching, as well 
as implications for the classroom, particularly as related to planning. 
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Learning and teaching styles 

Curry (1990) in her review of learning style instruments states her 
concern at the confusion in varying definitions of learning style 
conceptualisations. Those outlined by Gregorc (1979b), Dunn & 
Dunn (1984) and Keefe (1987) are among the most widely used 
definitions in school settings. 

Gregorc (1979b, p.19) views learning style as consisting of 
distinctive and observable behaviours which serve as indicators of 
how people learn from, and adapt to their environment. "In 
operational terms, people through their characteristic sets of behavior 
'tell' us how their minds relate to the world and, therefore, how they 
learn." 

Dunn & Dunn quoted in Hyman & Rosoff (1984, p.36) define 
learning style with a somewhat different focus, describing it as "the 
manner in which at least 18 different elements from four basic stimuli 
affect a person's ability to absorb and retain." These stimuli relate to 
the effect of environmental, emotional, sociological and physical 
influences on the learner. 

Keefe's (1987) definition appears to be the most comprehensive in 
terms of scope, as it encompasses cognitive, affective and 
physiological elements of style. At least one or a combination of 
these elements are the common links inherent in all the learning style 
paradigms addressed in this research. 

Learning styles are characteristic cognitive, affective and 
physiological behaviours that serve as relatively stable 
indicators of how learners perceive, interact with, and 
respond to the learning environment. 
(Keefe, 1987, p.5) 
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Keefe's definition has been used as a working definition in studies by 
Lawrence (1982b) and Melear (1989). These studies relate to the 
use of Myers-Briggs theory to examine links between students' 
learning styles and their preferred instructional strategies. 
Therefore, Keefe's definition has been used as an operational 
definition for this study. 

Keefe's definition clarifies the misconception that cognitive style and 
learning style are synonymous. In fact, cognitive style is just one 
aspect, albeit an inherent and significant one, of the more 
encompassing concept of learning style. 

Keefe (1987, p.17) quotes Messick (1976) who coined the term 
"cognitive style". Messick's definition states that cognitive style 
relates to "information processing habits representing the learner's 
typical mode of perceiving, thinking, problem solving, and 
remembering." 

Personality traits related to attention, emotion, valuing and the 
processes of motivation are the affective dimension of Keefe's (1987) 
construct of learning styles. The motivational processes represent a 
learner's "typical modes of arousing, directing and sustaining 
behaviour." (Keefe, 1988, p.3). Lawrence's (1982a) use of type 
concepts as indicators of patterns of motivation is discussed later in 
this chapter. 

The physiological domain of Keefe's learning style definition 
encompasses two main strands - time of day preferences for learning, 
and environmental influences such as light, sound and temperature. 
Dunn & Dunn's Learning Style Inventory comes under the domain of 
physiological style. 
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Curry (1990, p.51) expands on her earlier work, saying that despite 
differing definitions "there may be some convergence emerging in the 
literature toward using 'style' to refer to information processing 
routines that function in a trait-like manner at the personality level." 

Personality constructs 

Curry's (1990) review of definitions of 'style' indicates general 
agreement by theorists that information processing occurs at a 
personality level. Given this supposition, it can be reasonably 
argued that personality constructs which focus on learning styles are 
able to promote an awareness of individual differences and the 
specifics of how children of a particular type learn best. 

In this way teachers have the potential to enhance effective teaching 
and learning as they undertake their roles as facilitators and leaders 
in the education process. 

The word 'education' means "to draw out; to lead." It does 
not imply changing children into something they are not. 
Instead it means taking children as they are and using their 
inclinations, strengths, and preferences in order to draw out 
from them the very best that they can give. 
(Neff, 1988, p.120) 

Intrinsic to this stance is a clear recognition, as stated explicitly by 
Dwyer (1984, p.5), that "individuals differ greatly in their 
development and in their learning styles" and that while teachers are 
able to help learners to learn, it is wrong to view the learner as a 
passive partner in the process. 

When teachers teach and interact with students, it does not 
presuppose that learning will be a natural corollary. Effective 



teaching and learning requires not only a knowledge of content, 
classroom management skills and learning style theory, but also an 
understanding of how children learn and of differences in how 
children approach learning. 

This concept of individual variances has been taken a step further by 
Dunn (1990, p.18) who states that "when students cannot learn the 
way we teach them, we must teach them the way they learn." 

Gregorc's Style Delineator is a useful instrument for determining 
learning and teaching style. The basic premise of the instrument's 
use is similar to that of the MB TI, in that it is intended as a starting 
point and consequently, identified outcomes need to be verified by 
the individual. Gregorc's work has been adapted by a number of 
others, most notably Butler (1993) who has developed practical style 
applications for both teachers and students, based on Gregorc's 
model. 

Gregorc's (1979) research in the field of learning styles found that 
people have characteristic sets of behaviour linked with how their 
minds relate to the world and therefore, how they learn. These 
characteristics "emerge as dualities - abstract and concrete 
perception, sequential and random ordering, deductive and inductive 
processing and separative and associative relationships." (Gregorc, 
1979, p.19) 

He found that while we all use these qualities, we have innate 
tendencies which lead us to favour "one aspect of a duality rather 
than the other". In Gregorc's construct, we are for example, "more 
concrete than abstract or more sequential than random." (Gregorc, 
1979, p.19) 
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Myers-Briggs typology 

Myers-Briggs typology is also based on dualities or bi-polar scales. 
It hypothesises that while people use for example, both Extraversion 
and its polar opposite Introversion each day, they have a natural 
preference for either one or the other. 

Myers (1987) likens this to having a natural preference for writing 
with a particular hand. A person can if necessary, also write with 
the non-preferred hand, but it may take more effort and the skill may 
not be as well developed or as easily controlled. Although, with time 
and effort, this skill may be able to be improved, the natural 
preference will always remain the most developed and favoured 
preference. 

Personality style and learning 

Melear, (1989) in referring to Curry's (1983) learning style model, 
explains that Curry describes personality factors as the core upon 
which all other learning style variables are built. Curry's (1983) 
learning style framework is represented as a three level onion like 
model with personality at the core, information processing as the 
next layer of the onion, and instructional preference as the outer 
layer. 

Curry's (1983) model proposes that information processing and 
instructional preferences build on the personality core. Claxton & 
Murrell (1987) have since added social interaction as a fourth 
dimension to Curry's model. 

Claxton & Murrell also maintain that personality is the core 
ingredient in assessing a person's propensity towards a new learning 



situation. This view is also espoused by Golay (1982), Keirsey 
& Bates (1984), Myers (1985), Meisgeier & Murphy (1987) and 
Hanson, Silver & Strong (1984) in their own Myers-Briggs based 
models. 

Keefe (1987) postulates that the Myers-Briggs Type Indicator 
primarily measures the cognitive and affective domains of learning 
styles. He points out that personality type or "typology is clearly 
broader than style." (p.23). 

This view is echoed by Lawrence (1982b, p.98) who states that 
"personality type is more fundamental than learning style" and that 
"learning style constructs are much more intelligible and useful 
against a backdrop of type." 

The findings of Lawrence (1982a,b), Curry (1990), Claxton & 
Murrell (1987) and Keefe (1987) indicate that the MBTI and 
Myers-Briggs typology are useful and appropriate tools for 
exploring teaching and learning style applications from a 
personality type focus. 

One such application is proposed by Myers & McCaulley (1985) who 
advocate the usefulness of the four quadrants of the Myers-Briggs 
Type Table in "looking at differences in academic aptitude and 
achievement." (p.37). 

The quadrants described by Myers & McCaulley (1985) are IS 
(Introverted Sensing learners), IN (Introverted Intuitive learners), 
ES (Extraverted Sensing learners) and EN (Extraverted Intuitive 
learners). Each quadrant contains four types, for example the IS 
quadrant contains ISTJ, ISFJ, ISTP, and ISFP types, as outlined in 
Table 2.1. 
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Table 2.1 The four quadrants of the Myers-Briggs type table 

IS IN 
I S T J I S F J I N F J I N T J 

I S T P I S F P I N F P I N T P 

E S T P E S F P E N F P E N T P 

E S T J E S F J E N F J E N T J 

ES EN 

Source: Adapted from Myers & McCaulley (1985) 
and Lawrence (1982a) 

Myers' original quadrants concept has been further refined and 
developed by Myers-Briggs adherents, but perhaps the most 
significant contribution in the area of using the quadrants to enhance 
student learning has been made by Lawrence. 

Lawrence (1982a) reasons that as the quadrants indicate the 
most about how a person takes in new information and about their 
patterns of motivation, it is instructive to look at learners' 
personality types from this perspective. 
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Based on his own studies as well as on the work of Myers (1975), 
Lawrence (1982a) found that the sixteen types are not evenly 
distributed, either in the school population or in a classroom setting. 
Lawrence's analysis of available data from a quadrant perspective, 
led him to conclude that there is usually a marked predominance of 
ES (Extraverted Sensing) learners in a typical classroom distribution 
of 35 students. 

Invariably, a significant predominance by any one group in a 
classroom, will have an influence on the dynamics of the entire class, 
including aspects of the teacher's role. Therefore, it is not only 
appropriate, but important to the understanding of the teacher-learner 
dynamic underlying this research, to specifically address the special 
needs and characteristics of the ES learners in some detail here. 

Table 2.2 - Lawrence's quadrants 
Possible distribution in a typical classroom of 35 students 

INTROVERTEI) INTROVERTED 
SENSING INTUITIVE 

STUDENTS STUDENTS 

IS IN 
7 3 

ES EN 
18 7 

EXTRAVERTED EXTRAVERTED 
SENSING INTUITIVE 

STUDENTS STUDENTS 

Source: Adapted from Lawrence (1982a) 



The ES learners are the active practical learners who learn best 
through opportunities to work with others and being involved in 
practical hands on activities. Special note of the needs of these 
learners and their high representation in a typical classroom, has 
been made in the development of the Learner Characteristics/ 
Activities Reftrence Shed. (See Appendix 2 -"Reviewing with 
Style" section - Step 4) As part of this process, teachers are asked 
to be consciously aware of catering to this group as part of their 
planning and reviewing of planning. 

Lawrence presents the following estimates which are composites of 
Myers' (1975) data on students and adults. He points out that the 
uneven distribution, particularly of the first two dimensions E/I and 
S/N, is a crucial factor for teachers. 

Table 2.3 
Composite estimates of student and adult samples 

Extraversion - 70% Introversion - 30% 
Sensing - 70% Intuition - 30% 
Thinking (female) - 40% Feeling (female) - 60% 
Thinking (male) - 60% Feeling (male) - 40% 
Judgement - 55% Perception - 45% 

Source: Lawrence (1982a, p.39) 

Meisgeier & Murphy (1989) administered the Murphy-Meisgeier 
Type Indicator for Children (MMTIC), which uses the same 
preferences as the MBTI, to a Primary School age student sample of 
children from grades two to eight. Their figures (Table 2.4) differ a 
little from Lawrence's figures. However, the percentage of 
Extraverted and Sensing learners remains high. 
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Table 2.4 
Distribution of Murphy Meisgeier Type Indicator for Children 
preferences in a sample of grades two to eight 
(N = 1506) 

Extraversion - 74% - Introversion - 26% 
Sensing - 57% - Intuition - 43% 
Thinking - 20% - Feeling - 80% 
Judging - 34% - Perceiving - 66% 

Source: Adapted from Meisgeier & Murphy (1989) 

Meisgeier & Murphy (1989) share Lawrenc&s concern for the plight 
of the ES (Extraverted Sensing) learners. They stress that these 
children may have difficulty fitting comfortably into a highly 
structured classroom, particularly if they also have Perceiving (P) as 
one of their preferences, as do the ESFP's and the ESTP's. 

The Perceiving students are the spontaneous, open-ended flexible 
learners, whose style is not always compatible with the planned 
teaching style of the more structured Judging (J) teachers, that is, 
those with a preference for a planned approach with closure and 
timelines. 

As much of teaching involves presenting abstractions or theory first, 
and then applications, the Intuitive student who is comfortable with 
abstractions, is at a distinct advantage. Isabel Myers conducted a 
study on 500 students who did not finish eighth grade. She found 
that 99% of them were Sensing types. (Lawrence, 1 982a) 
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In learning to read, for example, the Intuitive learners are likely to be 
able to interpret the various printed symbols and to make the links 
between them quite quickly. Reading is largely an independent 
activity, thus appealing to the IN (Introverted Intuitive) learner. 

On the other hand, the Sensing learners who prefer to rely on their 
five senses and to work with concrete reality, may be less 
comfortable with interpreting abstract symbols and making links 
between them. 

This applies particularly to the ES (Extraverted Sensing) students 
who are the active hands on, practical learners. If ES learners do not 
have a positive start with reading, they may find the abstractions of 
reading overwhelming and discouraging, because they are required to 
use skills which are not their natural preferences. 

Lawrence (1982a, p.42) says that "type theory points to the 
probability that most of the alienated children are ES (Extraverted 
Sensing) types." According to Lawrence, (See Table 2.1) the ES 
learner could account for as many as two-thirds of a class. 

Myers & McCaulley (1985) support Lawrence's concern for ES 
learners. Their studies show that the expectation for students' 
academic achievement is ranked according to the Myers-Briggs 
quadrants in the following order - IN (the thoughtful innovative 
learners), EN (the action oriented, innovative learners), IS (the 
thoughtful practical learners) and ES (the action oriented practical 
learners). 

This expectation is not related to ability, but rather to a failure of 
traditional educational settings to cater for the special needs of 
active practical learners. The IN students who ranks first in Myers' 
schema of academic achievement expectation are interested in ideas, 
theory, and depth of understanding. 
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Myers & McCaulley (1985, p.96) point out that IN students "...have 
a relative advantage as their interests match academic tasks." These 
students are relatively comfortable with the traditional school setting 
and represent the highest percentage of those who continue on to 
university. 

With an understanding of type, and an awareness of the high 
percentage of ES learners in most classrooms, teachers have a sound 
base from which to adapt their instructional strategies to include the 
needs of the active practical ES learners. Possibilities in the area of 
reading, could include opportunities for discussion and action, in 
addition to the more traditional methods. 

While the focus in this example has been on reading, the theory of 
type can be applied meaningfully to all subject areas and to all 
personality types, if a teacher is prepared to value each type equally. 
All types can be, and are successful at school, but their learning 
styles need to be validated to enable them to develop positive 
attitudes and natural strengths, as well as less preferred skills. 

Myers & Myers (1980) outline a study by Rowe (1974) which 
involved detailed analysis of over 300 taped recordings of responses 
from students in the lower grades to teacher questioning in Science. 
It was found that on average teachers waited a little less than a 
second for children to frame responses. 

However, children whom the teacher perceived as bright, were given 
twice as much time as children whom the teacher perceived as poor 
students. When the teacher was asked to give the "poorer" students 
three seconds to respond, they "began to answer in new and 
surprising ways, which were gratifying but inexplicable on the basis 
of their past performance." (Myers & Myers, 1980, p.154) 



Myers proposes that from the viewpoint of type, these "poorer" 
students "would be Sensing children, who need more time to 
assimilate the substance of what they have heard. Even three 
seconds may make a difference." (Myers & Myers, 1980, p.154) 
Even such a simple strategy may make a marked difference to a 
student's level of understanding and learning. With a working 
knowledge of type, teachers are better able to understand why. 

Meisgeier & Meisgeier (1989) state that psychological types are 
patterns in the way people prefer to perceive "information" and make 
judgernents about "information". They argue the importance of 
applying type concepts in saying that 

of all the factors which influence learning style, psychological 
type is emerging as one of the most significant. Obviously, 
children who perceive and process information differently 
will also learn differently. Thus, attempts to teach children 
will be more successful ... if psychological type is understood 
and accommodated. 
(p.10) 

A knowledge of how children perceive and process information is 
preliminary to the effective application of psychological type 
concepts in teaching and learning. Central to this basic 
understanding is the role of perception in learning. 

Perception and learning 

Despite the various approaches to learning styles and the diversity of 
learning style theories, there is widespread agreement among learning 
style theorists such as Guild & Garger (1985), Myers (1985), 
Lawrence (1982a,b) that individuals learn through perception. 
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Gregorc, in Butler (1986), defines perception as the means through 
which a person grasps information. Guild & Garger (1985, p.6) 
explain perception as the initial stage of cognition which involves 
"receiving, taking possession of, obtaining and discerning 
information, ideas and concepts." Perception can be viewed as a 
function of personality. 

In common with Gregorc (1986) and Guild & Garger (1985), a basic 
assumption of Jungian and Myers-Briggs personality theory is that a 
person's behaviour is contingent upon the way that person perceives 
things. Combs (1959, p.7) crystallises this in saying that "the 
ultimate control and direction of behavior lies always within the 
personality of the behaver himself..." Bills (1959) also subscribes to 
this view, and further states that a person's needs, values and 
attitudes are important determinants of perception. 

What comes into consciousness as information enters the mind 
through the perception processes. De Bono (1991, p.64) goes a step 
further in saying that perception is not only concerned with the input, 
but also "the sense that the brain makes from this input. It is this 
sense that determines how we see the world." In learning style 
terminology this aspect of the perception sequence is generally 
referred to as "information processing". 

In Jungian and Myers-Briggs theory the perception processes are 
known as Sensing and Intuition. In reference to these processes, 
Myers in Lawrence (1982a, p.94) says "the preference that has the 
most conspicuous consequences in education is the choice between 
the two kinds of perception, the choice between sensing and 
intuition." 

The earlier examples illustrating differences between the Intuitive 
and Sensing students, in learning to read and in assimilating 
information to respond to questions, crystallise the essential nature 
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of the dichotomy between the way in which Sensing and Intuitive 
students perceive and process information. 

While everyone utilises both Sensing and Intuition, each person has a 
preference for either Sensing or Intuition when gathering 
"information". Thus, how heavily a student prefers to rely on either 
Sensing or Intuition to perceive, is a reflection of that natural 
preference. 

The Sensing student trusts and relies on the five senses to gather 
information. Because of this preference, the Sensing student learns 
best with concrete examples and practical applications. On the other 
hand, the Intuitive student prefers to focus on ideas and theory. 
Because of this preference the Intuitive student learns best from 
understanding concepts and the "big picture." Further details of 
learners of each preference are outlined in the Learner 
Characteristics/Activities Reference Sheet. (See Appendix 2) 

The link between learning styles and perception is encapsulated in a 
statement by Guild & Garger (1985, p.18) that "the kind of 
perception we favor most often becomes our window through which 
we observe life" and this points to our preferred basic learning style. 

From a Myers-Briggs perspective, the perception processes of 
Sensing and Intuition are basic to learning style differences. How 
these functions manifest themselves in terms of learners' 
characteristics, is absolutely critical to an understanding of learning 
styles. Teachers are able to reach more students, and provide more 
effective and relevant learning situations to suit the way different 
students perceive information, if the concepts of type differences can 
be acknowledged and implemented. 

The availability of a number of Myers-Briggs based models 
facilitates the application of type concepts in classroom settings. 
Like Lawrence (1982a), Hanson, Silver & Strong (1984) and Keirsey 
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(1984) have developed models for educational applications based on 
Myers-Briggs. It is useful to look at the teaching- learning dynamic 
from these different but related perspectives. 

Hanson, Silver & Strong (1984) support other Myers-Briggs theorists 
in proposing that students' natural learning styles need to be 
validated for learners to recognise and develop their strengths. They 
espouse the concept that while students need opportunities to learn in 
their comfort mode, it is imperative that they are also exposed to 
learning situations which extend them in using and developing less 
preferred modes. 

Another widely used Myers-Briggs based model is that of 
temperament theory developed by Keirsey. Kroeger & Theusen 
(1988, p.50) believe that "temperaments are useful because they 
afford the widest base of accurate behavioral; predictions... 
Temperament helps us to predict such things as how people teach, 
learn, lead others 

The temperament model looks at combinations of type functions. 
The first letter of the two letter temperament, is either S (Sensing) or 
N (Intuition) because these are the perception or information 
gathering functions. 

Kroeger & Theusen (1988) encapsulate the basis of Keirsey's 
temperament model. Keirsey believes that because an Intuitive 
person prefers to deal with concepts and ideas, what is most 
important as the next step is the preference for how data is evaluated 
and gathered - objectively (Thinking) or subjectively (Feeling). 
Thus, the two temperaments for Intuitive people are NT (Intuitive 
Thinking) or NF (Intuitive Feeling). 

On the other hand, a Sensing person, who prefers to deal with 
concrete reality, is less interested in evaluating data than in what to 
do with it - either organising it (Judging) or gathering more 



information (Perceiving). Thus, the two temperaments for Sensing 
people are SJ (Sensing Judging) and SP (Sensing Perceiving). 

While the ESTJ, ESFJ, ISTJ and ISFJ types are all of the SJ 
temperament, each of these are still distinct types. However, they 
have a broad area of commonality. This commonality lies not only in 
the fact that they all have Sensing and Judging preferences, but it 
also relates to the similar nature of the dynamics of these two 
preferences interacting within the type. 

Type distributions for teachers and students 

Looking at type through the lens of temperament theory, Meisgeier & 
Murphy (1987, p.14) state that "most principals and teachers are SJ 
(Sensing Judging) types (more than 50% in most schools)." 

Meisgeier's & Murphy's figures are mirrored almost exactly in 
Keirsey's & Bates' (1984) own data, with the distribution of SJ 
teachers and administrators in Keirsey's & Bates' studies, accounting 
for 56% of school district staffing populations. 

Kroeger & Theusen (1988) suggest that approximately two thirds of 
Primary School teachers have a Sensing preference. These are the 
ISTP, ISFP, ISTJ, ISFJ, ESTP, ESFP, ESTJ AND ESFJ teachers. 
They further state that 60% of teachers are SJ's. 

While no details are available for the size of these samples, or the 
methodology and procedures involved in reaching these figures, they 
support the general trend already noted, which indicates a high 
proportion of teachers with a Sensing preference and with an SJ 
temperament. 
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MacDaid & McCaulley (1991) present figures for 804 Primary 
School Teachers in America, which was a collation of data collected 
by CAPT (Center for Applications of Psychological Type). The 
figures given show that 62.56% of the sample had a Sensing 
preference, reflecting Kroeger's and Theusen's (1988) estimates. 

The CAPT type table also indicates the highest representation of 
teachers as being of the ISFJ type. Other SJ types are also strongly 
represented. The most common temperament in the sample is 
overwhelmingly SJ at 49.50%, with NF's at 27.11%. Lawrence 
(1982a) offers the following figures. 

Table 2.5 
MBTJ type preferences of Primary teachers and administrators 

PRIMARY TEACHERS ADMINISTRATORS 
N=517 N=904 

Extraversion - 52% Extraversion - 59% 
Introversion - 48% Introversion - 41% 

Sensing - 61 0/0 Sensing - 53% 
Intuition - 39% Intuition - 47% 

Thinking - 69% Thinking - 51% 
Feeling - 31% Feeling - 49% 

Judging - 63% Judging - 70% 
Perceiving - 37% Perceiving - 30% 

Source: Adapted from Lawrence (1982a) 

I NORTHERN TERRITORY UNIVERSITY UBRARY 
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Again the predominance of the SJ (Sensing Judging) temperament in 
teaching and administration is evident. This disproportionate 
distribution of SJ's needs to be considered in conjunction with the 
uneven student distribution reflected in Lawrence's (1982a) studies. 

Against this background, it is timely to consider Meisgeier's & 
Murphy's (1987, p.14) assertion that it is likely that the SJ 
administrators and teachers "will understand and relate best to SJ 
learners." This emphasises a very real need for teachers to be 
consciously aware of learning style differences, particularly those 
other than their own, in planning instructional strategies for learners 
of all preferences. 

The MBTI is widely used with adult and Secondary School student 
populations. Pearman (1993) points out that in 1992 alone, nearly 
three million people in the United States took the Myers-Briggs Type 
Indicator. It is not surprising then that to date, most of the available 
data has come from studies in American settings. 

The more newly available MMTIC (1987) is intended for use with 
children from approximately six to twelve years of age, and measures 
the same preference scales as the MBTI. While MMTIC figures are 
not available for Australian Primary School students, there are some 
figures available for a study by Denham (1986) using the MBTI with 
3373 high 5c11001 students in Western Australia. A type table and 
figures for this study have been published in the American CAPT-
MBTJ Atlas. 

The fact that no Australian Primary School student figures appear to 
be available, and that Denham's study had not already been published 
in Australia, points to a serious deficiency in this area. There is an 
urgent need not only for more Australian data, but also for the data 
to be made readily available, for example, through a central data 
bank or through publications. 
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Since the establishment of an active Australian Association for 
Psychological Type (AAPT), this need has been recognised with a 
recent call by AAPT for more Australian data and research on the 
MBTI. This call reflects the increasingly widespread use of the 
MBTI in this country, and the recognition that such data and research 
has the potential to offer valuable insights into Myers-Briggs 
applications in Australian settings. It was within this context that 
this study was undertaken. 

The results of Denham's study with 15 to 17 year old students in 
Western Australia reflect a similar high representation of ES students 
as in the American samples. 

Table 2.6- MBTI type distribution of a West Australian high school 
student sample 

N = 3373 

INTROVERTED INTROVERTED 
SENSING INTUITIVE 

STUDENTS STUDENTS 

IS IN 

N=700 N=350 
= 20.75 = 10.38 

ES EN 

N=1516 N=807 
%=44.95 %=23.92 

EXTRAVERTED EXTRAVERTED 
SENSING INTUITIVE 

STUDENTS STUDENTS 

Source: Adapted from MacDaid & McCaulley (1986) 
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The representation of ES students is just under half of the sample at 
44.95%, and reinforces previously stated concerns about the need for 
teachers to take particular care to cater for ES learners in their 
planning, implementation and classroom interactions. 

A sample of 469 Australian teachers is also available, representing a 
combination of both Primary and Secondary levels. This data was 
collated by the Catholic Education Office in Brisbane. 

Table 2.7 

Australian teacher sample viewed through temperaments 
N = 469 

SJ 4O.1% 
SP 10.2% 
NF 30.1% 
NT 19.6% 

Source: Adaptation of data from Catholic Education 
Office, Brisbane. 

From the perspective of Keirsey's temperaments, the SJ teachers 
represent 40.1% of the Australian sample, much higher than any 
other temperament. These figures are also similar to the American 
figures which indicate that SJ's account for up to 56% of teachers 
and school administrators - again the highest percentage of any 
temperament in the American sample. 



It is interesting to view the teacher sample in conjunction with the 
student sample from the point of view of the quadrants, as to the 
knowledge of the researcher, these are the only two published 
samples of Australian students and teachers. 

Table 2.8 
Comparison of Australian teacher and student samples viewed 
through quadrants 

Teachers - N = 469 
Students - N = 3373 

TEACHERS STUDENTS 

ES 18.50/) ES 44.95% 
IS 31.8% IS 20.75% 
EN 20.7% EN 23.92% 
IN 29.0% IN 10.38% 

Source for teacher sample: Catholic Education Office, 
Brisbane 

Source for student sample: MacDaid & McCaulley 
(1986) 

While scientifically, no firm conclusions can be drawn because of the 
differences in sample sizes, and the lack of specific details available 
about the teacher sample, the imbalance between teacher types and 
student types is again clearly evident. The data presented in Table 
2.8 shows that ES teachers account for the lowest representation in 



the teacher sample, while the ES students are the highest in the 
student sample. 

This data suggests it is reasonable to conclude that the Australian 
figures tend to reflect the same patterns of student and teacher 
distribution evident in the American figures, thus further highlighting 
the need to address potential problems emanating from extreme 
teacher-student mismatch. 

While the specifics of the samples and details of the research 
methodologies are not available, these figures are useful in that they 
reflect patterns, which are highly relevant in considering the 
implications of teacher-student match. 

In Chapter 4 - Data Analysis and Interpretation, the type distribution 
figures of the research sample for this study are viewed against the 
figures from the broader samples available for both the Australian 
and American contexts. 

Type development in children 

One of the underlying elements for teachers in considering teacher-
student match, is an understanding of the way in which personality 
type develops in children. Jung believed in the developmental nature 
of personality in children which he expressed in the following way. 

Personality is a germ in the child that can develop only 
by slow stages in and through life. No personality is 
manifested without definiteness, fullness, and maturity. 
These three characteristics do not, and should not, fit 
the child, for they would rob it of its childhood. 
(Jung, 1940, p.285) 
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The child's definiteness, fullness and maturity of personality comes 
with the development and establishment of a dominant function. 
Therefore, a definitive personality type cannot and should not be 
attributed to the child during the developmental stage, as it is this 
developmental nature of personality which is the essence of 
childhood. 

Jung further believed that personality development is a life long 
process. Myers & Myers (1980, p.176) support the concept of 
successful type development beginning early in life and being "either 
enhanced or hindered by environmental interactions." 

Building on Jung's theory, Hanson, Silver & Strong (1984, p.78) 
believe that individuals "climb the developmental steps using 
different learning styles." Their model of learning styles involves the 
principle that each person's preferred learning style is reflected in 
one of four possible combinations of a perception function (Sensing 
or Intuition) with a judgement function (Thinking or Feeling). 

The four learning style combinations are ST (Sensing Thinking), SF 
(Sensing Feeling), NT (Intuitive Thinking) and NF (Intuitive 
Feeling). These are known as the "columns" of the Myers-Briggs 
Type Table. 

Hanson, Silver & Strong also utilise these same combinations in the 
Hanson, Silver & Strong Teaching Style Inventory to determine 
teaching styles. This instrument is integral to the methodology of 
this research, and its use is outlined in Chapter 3 - Methodology and 
Procedures. 
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Table 2.9 
Columns of the Myers-Briggs type table 

ST SF NF NT 

SENSING SENSING INTUITIVE INTUITIVE 

THINKING FEEL! N G FEELING T I-I INKING 

I S T J I S F J I N F J I N T J 

ISTP ISFP INFP INTP 

E S T P E S F P E N F P E N T P 

ESTJ ESFJ ENFJ ENTJ 

ST SF NF NT 

Source: Adapted from Myers & McCaulley (1985) 

Meisgeier & Murphy (1987) advise that giving children opportunities 
to develop their natural preferences is essential to good type 
development. Conversely, they caution that "one of the strongest 
impediments to good type development is the lack of opportunity to 
practice the preferred functions and attitudes during the 
developmental period." (Meisgeier & Murphy, p.7) 

FIRC 
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The dominant function in children 

Development of the dominant function 

Meisgeier & Murphy (1987) advise that attempts to link type 
development with particular ages should be done so with care, due to 
the lack of definitive studies in this area. However, they suggest that 
general consensus exists, that the Primary and middle school years 
are "important and formative in the development of healthy type, 
self-esteem, and the effective utilization of the dominant function in 
learning and growth tasks." (Meisgeier & Murphy, p.7) 

In support of this stance, Meisgeier & Murphy (1987) cite agreement 
by Grant, Thompson & Clark (1983) and Scheme! & Borbely (1982) 
indicating that the child's dominant type emerges between the ages of 
six and fourteen. 

In their own writing (1987, 1989) Meisgeier & Murphy refer to the 
range of ages from approximately six to twelve, as the period during 
which the dominant function - one of Sensing or Intuition or Thinking 
or Feeling, (ElI JIP are known as Attitudes), begins to develop and 
establish itself. 

Therefore, Meisgeier & Murphy believe that up to about age twelve, 
the child is still developing the dominant function As their 
framework is used extensively throughout this research, this range of 
ages will be used for the purposes of this study, although individual 
differences in children will inevitably include some variance outside 
this range. 

These are the important formative years in the development of type, 
self esteem and the effective use of the dominant function in learning 
and personal "growth" - an opportunity "for the child to discover and 
express his or her own unique gifts." (Meisgeier & Murphy, 1987, 
p.'7) 

rii 
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As alluded to in the weaving analogy (Chapter 1), different children 
develop in different ways. They each have their own unique life 
experiences and backgrounds. It stands to reason then, that due to 
the very nature of individual differences and diversity, different 
children will arrive at particular developmental stages by means of 
different strategies and experiences. 

The Dominant Function should be viewed as the "working 
function", and accommodating its development should be 
seen as one of the main issues to be addressed during the 
first seven or eight years at school. 

(Meisgeier & Murphy, 1989, p.3) 

In an Australian setting the six to twelve year olds referred to by 
Meisgeier & Murphy would be the Pre-School and Primary School 
students. It is for this reason that the focus in Stage 2 of the 
research, is on planning and classroom implications for Pre-School 
and Primary teachers. Only Pre-School and Primary teachers from 
the original sample, were involved in the Stage 2 sample. (See 
Chapter 3 - Methodology and Procedures) 

In Lawrence's opinion (1982a, p.16) "...the most essential 
relationship between type and learning style can be seen in the nature 
of the dominant mental process in each personality." He expands on 
this in advocating that "if teachers were to learn just one thing about 
psychological types, the thing most important to understand is the 
power of the dominant process." (Lawrence, 1982a, pp.16,17) 

Without a doubt, this point is the most crucial point in the entire 
study. In fact, it is the basis of the issue of applying type concepts 
at Pre-School, and equally importantly at the Primary School level. 
Children must be given opportunities to learn and to be able to 
demonstrate their learning through the use of the dominant function. 
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The design and intended application of the Learner Characteristics/ 
Activities Reference Sheet (See Appendix 2) which is central to this 
research, is based on the importance of catering for the developing 
dominant function in children, when designing and implementing 
instructional strategies and activities. As the design and 
implementation of these instructional strategies and activities is 
initiated and guided by the teacher, it is important to consider not 
only the student's perspective, but also that of the adult in relation to 
learning and type development. 

Pedagogy, the science of teaching children, and andragogy, the 
science of teaching adults, are two ends of the learning continuum. 
Englert (1989, p.9)) explains that the continuum model of learning is 
most useful when "the needs of the learner, no matter what his age, 
determines which strategies" are used at which point along the 
continuum. 

Murphy (1993) looks at andragogy and pedagogy from the 
perspective of type development. She argues that type in an adult 
operates in terms of the dynamics or interaction of the preferences, 
for example, Extraversion with Feeling. 

In the child the dominant function is not firmly developed, so it does 
not always operate in conjunction with other functions, but may stand 
alone. 

Adults' development of the dynamics of type also seems 
to permit greater flexibility in their function use. Even 
though sensing is not the preferred function, for example, 
the adult can use sensing skills ... Children don't seem to 
switch from one function to its opposite as easily as adults. 
(Murphy, 1993, p.16) 
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Thus, to predict or understand student behaviour, teachers need to 
broaden their own perspective, and put themselves "into the shoes" 
of the student, to gain an insight into the preferences which differ 
from their own. This basic principle which underlies the research, is 
expanded upon in Chapter 3 - Methodology and Procedures. 

Meisgeier & Murphy (1987) argue that an important starting point for 
teachers who wish to learn how to use type in the classroom, is to 
have a very clear understanding of their own type and their own 
perception preferences. A teacher's preferences will affect the way 
they teach and interact with their students. 

Meisgeier & Murphy (1987) further argue that teachers teach best 
when they are teaching and interacting from their own type. 
However, once they have an understanding of type differences, it 
becomes easier to switch temporarily to another style for lesson 
planning, presentation, or interaction. 

The ability to switch to other styles is known as "style flex", a term 
used by Dunn & Dunn (1990), Friedman & Alley (1984), and Butler 
(1993) in relation to both student learning style and teaching style. 
Employing the skills of style flex will seem relevant to teachers only 
if they accept the equal right of all styles to function in their classes. 

A common thread emerges throughout the literature, indicating that in 
the long term this appreciation and constructive use of individual 
differences has the potential to lessen learner resistance, as it offers 
increased opportunities for success and heightened self esteem. 

Thomas (1973, pp.14,15) found that factors affecting student self 
image included the type of school, school organisation, and teacher-
pupil relationship as well as "inadequate teaching methods, over 
difficult lesson content and constant failure." Central to the 
classroom focus of these factors, and the resulting teacher-pupil 
interaction, is the issue of teaching style. 
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Gregorc (1979, p.22) defines teaching style as consisting of "a 
teacl1er's personal behaviors and the media used to transmit data to 
or receive it from the learner." Fischer and Fischer (1979) quoted in 
Henson & Borthwick, (1984, p6) define teaching style as "a 
pervasive way of approaching the learners that might be consistent 
with several methods of teaching." They differentiate between 
teaching style and instructional methods, saying that two teachers 
may use for example, discussion groups but employ significantly 
different teaching styles. 

Keirsey & Bates (1984, p.218) challenge parents to "abandon the 
pygmalion project - that endless and fruitless attempt to change the 
other into a carbon copy of oneself." This challenge is also 
applicable to teachers who, Meisgeier & Murphy suggest, tend to 
teach in their own preferred learning style. 

This claim is substantiated by Friedman & Alley (1984, p.76) who 
say teachers have a natural tendency to "subconsciously operate on 
the assumption that the way they learn is the most effective way for 
everyone to learn." It is this tendency which is addressed throughout 
this study in investigating the teaching-learning dynamic. 

However, identifying a teacher's teaching style is not an end in itself. 
This exercise is of minimal value and impact if it is not viewed in 
relation to its active interrelationship with learning. While insights 
gained through this process may be valuable at a personal and 
professional development level, the optimum outcome would be a 
practical application of the knowledge gleaned from exploring this 
interrelationship. This would of course, be an ongoing and flexible 
process, aimed at improving classroom interactions and teaching and 
learning outcomes. 

Keefe outlines Bloom's 1976 model which deals with "three 
interdependent variables that account for the greatest degree of 
variance in student learning." (1987, pA-) These relate to student 



characteristics, the nature of learning tasks and learning outcomes. 

Tyrnko (1984) concludes that of the many variables involved in 
successful teaching and learning, the most powerful influences on 
student performance are teachers' planning, classroom management 
and teaching. 

Planning instructional strategies 

Matching instructional strategies to learners 

Golay (1982, p.5) defines instructional strategies as "those methods, 
maneuvers, tactics or modes of instruction that a teacher uses in 
order to bring about a specific learning outcome." He cites three 
major variables for teachers to consider in planning a program, 
arguing that instructional strategies, curriculum content and 
classroom atmosphere have the most direct effect on the student. 

While there appears to be general agreement as cited in the 
literature, about the importance of the nature of planning 
instructional strategies in effective learning, a further consideration 
is how best to approach the planning phase. 

A consideration in models such as that of Dunn & Dunn (1990) is 
that of logistics. They advocate identifying every student's learning 
style in each of the 18 elements from the four basic stimuli of their 
model. The teacher is then asked to match not only instructional 
strategies, but to cater for individual preferences in aspects such as 
preferred levels of light and sound. 

Gregorc (1977) sounds a word of caution to teachers in implementing 
planning. He points out that while matching instructional approaches 
with preferred learning modes takes cognisance of dualities and 
permits students to use their particular strengths, it does not address 
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the issue of balance. 

This is a concern echoed by proponents of Myers-Briggs applications 
and is also supported by Guild. In an interview with Brandt she says 
"I'm not asking teachers to diagnose every student's style; rather, I 
know that attention to learning styles brings variety to their 
teaching." (Brandt, 1990, p.10) 

Butler (1993, p.45) warns that 

Teachers who cannot recognise and work with different 
learning styles of adults or students without diagnostic 
scores may want to question whether they fully understand 
the meaning and implications of a psychologically based 
model of style. 

She goes on to say 

teachers must understand and implement style phenomeno-
logically before they attempt to use it diagnostically.. .With 
this perspective, we do not give up our power of evaluation 
to an instrument - which may be wrong at times. 
(Butler, 1993, p.45) 

Goal of teaching to type 

It is not necessary to identify the types of individual children in the 
class. 

The goal of teaching to type is not to structure a program 
that addresses each child's type individually, but rather to 
assure that educational, social and recreational activities 
do not ignore preferences. 
(Meisgeier & Murphy, 1989, p.5) 
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In endeavouring to facilitate optimum outcomes for their students, 
teachers need to be fully aware that it is important that children are 
not limited to experiences which address the favoured preference. 
Each child needs the chance to practise activities and to develop 
skills associated with each preference, to enable them to function 
effectively in society. 

Myers-Briggs theorists such as Meisgeier & Murphy (1987) and 
Lawrence (1982a) suggest that in terms of planning instructional 
strategies, this can be best accomplished by offering students a range 
of activities covering the spectrum of preferences, as opposed to 
directly matching student learning styles with specific activities. 

If children are given realistic goals and opportunities to use and 
develop strengths, they will be more likely to experience success and 
satisfaction. At the same time, if they are asked to "stretch" or 
"flex" and use less preferred modalities, they will have the dominant 
function as a reference point, to then expand their skills with 
guidance and support, in the other functions. 

This skill development in less preferred and less developed 
functions, also provides a balance to children's dominant function, 
which will always be the most preferred and most developed 
function. 

Planning with type 

Meisgeier's & Murphy's (1989) goal for "teaching to type", of 
developing the dominant preference and providing a range of other 
preferences, are the guiding principles behind the development and 
intended use of the Learner Characteristics/Activities Reference 
Sheet (See Appendix 2). 

WO 
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Inherent to attending to the dominant function through planning with 
type, is Gordon Lawrence's (1982a) graphic representation of Isabel 
Myers' problem solving/decision making process. This is known as 
the Zig Zag model. 

Figure 2.1 Lawrence's Zig-Zag Model 

Sensing iNtuition 
FACTS POSSIBILITIES 
DETAILS OPTIONS 

Ihinking jee1ing 

LOGIC FEELINGS 
CAUSE/EFFECT VALUES 

Source: Adapted from Lawrence (1982a) 

Dutton (1992) has adapted the Zig-Zag model for use in designing 
instructional programs for adults. This concept has been further 
adapted and developed by the researcher in the development and 
design of the Learner Characteristics/Activities Reference Sheet for 
teachers. (See Appendix 2) 

As Sensing, Intuition, Thinking and Feeling are the type functions, 
and one of these will develop into the child's dominant function, it is 
especially important that these functions are addressed in developing 
instructional strategies and programs. As information enters the 
mind through the perception functions - either Sensing or Intuition 
(depending on the child's perception preference), it makes sense to 
start with Sensing and Intuition for planning. 



By following the steps of the Zig-Zag model for planning, activities 
are developed to cater for preferences in Sensing, Intuition, Thinking 
then Feeling. Extraversion, Introversion, Judging and Perceiving 
preferences are also acknowledged, as are the special needs of the 
ES learners who are likely to account for a significantly high 
percentage of the typical classroom. 

These basic principles used in conjunction with tools such as the 
Learner Characteristics/Activities Reference Sheet, give teachers a 
practical starting point for assisting children in developing and 
establishing their dominant function, a crucial aspect of healthy type 
development in children. Similar steps can also be used for 
reviewing planning. (See Learner Characteristics/Activities 
Reference Sheet - Appendix 2) 

While in general, it is not necessary to identify the types of each 
individual child in the class, there may be children about whom the 
teacher has a particular concern , for example a gifted child or a 
child in need of remedial assistance. 

In such cases knowledge of specific aspects of a child's type may be 
a useful starting point in ascertaining the preferred learning style, 
and in offering insights into other elements of the child's personality 
style. Bargar & Hoover (1984) suggest that the first approach to 
rernediation should be in working with the child's dominant function 
and perhaps the second strongest function, known in Myers-Briggs 
terminology as the auxiliary function. 

Adult learners are largely self-motivated and directed, particularly if 
they can see a clear purpose and relevance. The purpose and 
relevance, even if stated, may be somewhat more abstract to the child 
learners, and this may have a bearing on their motivation. (Englert, 
1989) 



Stating relevance and providing relevance in student learning 
situations are not synonymous, as in the final analysis it is the 
students' particular individual perspectives which determine 
relevance. 

However, when dealing with the realities of curriculum demands and 
individual student differences on a day to day basis, the challenge for 
the teacher is to find a workable balance between developing lifelong 
skills and content knowledge. 

Isabel Myers expresses the following concern 

If we are to have a system of universal education that 
does justice to all the types, I think we must draw a 
sharp distinction between skills and knowledge. 
Knowledge spreads over a tremendous variety of 
subjects, each of which may be interesting and useful 
to certain types and a waste of time to others. But the 
basic skills are essential for all types, and should be 
taught in such a way as to give every child what he 
needs. 
(Myers in Lawrence, 1982a, p.94) 

While skills are certainly essential, prescribed content knowledge is 
often also a reality of curriculum demands. One approach to 
fostering student interest in learning is to capitalise on patterns of 
motivation which Lawrence (1982a) suggests correspond to the type 
dimensions, as represented in Table 2.11. Lawrence (1982a, p.38) 
maintains that teachers have the power to positively influence student 
motivation at least to some extent, and that "One key to that power 
can be seen in the type concepts." 
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Table 2.10 

Patterns of motivalion as represented in type 
preferences 

Extraversion --------------------Introversion 
(Broad areas of natural interests) 

Sensing -------------------------Intuition 
(Basic learning style differences) 

Thinking ------------------------Feeling 
(Patterns of commitment and values) 

Judging -------------------------Perceiving 
(Work habits) 

Source: Adapted from Lawrence (1982a) 

In Lawrence's schema, the Extraversion vs Introversion preference 
reflects the broad areas of students' natural interests. Extraverted 
students usually prefer to look outward to action and people, whereas 
Introverted students usually prefer to look inward for ideas and 
reflection. 

The Sensing vs Intuition preference reflects students' basic learning 
style differences. Sensing students usually prefer to focus on 
concrete reality, while Intuitive students usually prefer to focus on 
ideas and concepts. 

The Thinking vs Feeling preference reflects students' patterns of 
commitment and values. Thinking students prefer to focus on 
objective analysis and logic, while Feeling students prefer to focus 
on people and values. 
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The Judging vs Perceiving preference reflects the students' work 
habits. Judging students prefer a planned approach with closure, 
while Perceiving students prefer a flexible, open-ended and 
spontaneous approach. 

Lawrence (1982a, p.38) advises that "by taking these four natural 
motivators into account in planning instruction by working with them 
rather than against them, the teacher can better direct student 
energies towards learning." 

An awareness of the patterns of type related motivational factors, 
provides a useful backdrop to observing interpersonal dynamics 
within the classroom. These natural motivators are reflected in the 
specific characteristics for learners of each preference, outlined in 
the Learner Characteristics/Activities Reference Sheet. (See 
Appendix 2) 

In discussing the potential of using these motivators in planning, in 
order to work with students rather than against them, Lawrence 
(1982a), highlights the underlying essence of the issue of student-
teacher match and mismatch. 

Often mismatches between a teacher's teaching style and a student's 
learning style operate on a subconscious level, and a knowledge of 
type may clarify the problem.(Bargar & Hoover, 1984). The position 
of power which the teacher has in the classroom means that the 
student is at a distinct disadvantage, in dealing with mismatches. 

While such factors as teachers' expectations, the curriculum content, 
teachers' interest in the topic and the time spent on particular work, 
may also be influencing factors on teaching style and student 
learning, type theory offers useful insights into the effects of match 
and mismatch of styles in classrooms. (Bargar & Hoover, 1984) 
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Joyce (1984, p.27) suggests that "we seek an optimal mismatch 
where the learners' conceptual systems are challenged, but not 
overwhelmed." His rationale is that as learners move into areas even 
a little outside their comfort mode, they will grow and develop new 
skills. 

Inherent in Joyce's approach, and also reflected in the Myers-Briggs 
and Murphy Meisgeier models, is a need for teachers to be aware 
that most students will be more prepared to be "risk takers" and to 
engage in style flex if they are offered a supportive environment. 

While teachers and students need to learn to "flex" with styles, they 
will always operate most effectively from their dominant function. if 
they are continually expected to operate in learning or teaching 
situations outside their preferred mode, they will inevitably 
experience stress. (Gregorc, 1979b). In some students this 
frustration may manifest itself as loss of confidence, confusion, 
lack of interest, passiveness, emotional or behaviour problems, or a 
combination of these. 

This is of special concern in the case of students who consistently 
operate outside their preferred learning style in order to please a 
teacher. (Joyce, 1984). In Myers-Briggs terminology, these students 
are the Feeling students. 

This mismatch will be particularly stressful for these students if the 
teacher's dominant function is Thinking. If this is the case, the 
Feeling students are unlikely to receive the type of personal feedback 
which is their primary motivation for working consistently outside 
their preferred style. 

The reverse is also true. When a teacher and a child share common 
preferences, especially the dominant function, the teacher needs to 
be particularly conscious of teacher and student style flex in 
developing less preferred skills. 



Sum ma ry 

The issue of using type insights in classroom settings as applicable to 
this research, is best summed up by Meisgeier & Murphy who say 
that 

The goal of using information about type in the classroom 
is not to teach solely to each student's dominant function, 
but to develop teaching methods that do not ignore any 
child's dominant function. This will require that the teacher 
develop activities, methods, or materials that address their 
own non preferred function. It is important however, that 
teachers recognize and appreciate their own gifts, as their 
best teaching is done out of their own dominant function. 
(Meisgeier & Murphy, 1987, p.15) 
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CHAPTER 3 

METHODOLOGY AND PROCEDURES 

Introduction 

This study set out to investigate teachers' learning styles and their 
relationship to classroom program planning. It involved 22 teachers 
in the Sunshine Coast area of Queensland, who volunteered to 
participate in the study over an eight week period. Data were 
gathered using personality measures, questionnaires, workshop 
discussion and interviews. 

The methodology used in this study will be discussed by focusing on 
the rationale, the research design and associated instrumentation, 
procedures, data collection and data analysis and limitations of the 
research, followed by a summary of major aspects of the research 
process. 

Methodology 

Wiersma (1991) suggests that the choice of an appropriate research 
method is determined by its purpose. The overall purpose in this 
research was to investigate links between personality, learning, 
teaching and implications for the classroom. Thus the methodology 
deemed most appropriate to the investigation of the research 
question, tended towards a qualitative focus. Within these 
parameters, the research design utilised a combination of elements of 
action research together with descriptive research. 
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While the methodology draws largely on an action research model for 
its process, it does not fall wholly within the parameters of 
traditional action research or its established variations as outlined by 
researchers such as Kemmis & McTaggart (1982), Zuber-Skerrit 
(1992), Karisen (1991), Kelly (1985), Ebbut (1985) and Threadgold 
(1985). 

Action research model 

Kemmis & McTaggart (1982), Kemmis (1990) and Zuber-Skerrit 
(1992) agree that the concept of action research resulted from the 
work of Kurt Lewin in the 1940's. Their diagrammatic 
representations and related discussion based on Lewin's model for 
action research, have basic elements in common. There appears to 
be general agreement on the principle of a spiral of action research 
cycles incorporating the four interrelated stages of planning, action, 
observation and reflection. 

Ebbut, (1985, p.156) in synthesising the work of other researchers, 
offers the following definition of educational action research. 

.the systematic study of attempts to change and improve 
educational practice by groups of participants by means 
of their own practical actions and by means of their own 
reflection upon the effects of those actions. 

In emancipatory action research, the participants are involved in all 
aspects of the research including the identification of the problem, 
formulating initial research que stions and appropriate methodology, 
on an equal basis. However, Karisen (1991) points out that in 
certain cases "the researcher has a distinct role and responsibility 
which cannot be shared by others..." 

Karlsen's interpretation of the 'distinct role' of the researcher in 
certain cases, was relevant to the development of the research design 
and investigation within this study, in that the researcher was 
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previously unknown to the participants, was working within a 
limited time frame and with limited access to participants. Thus, for 
the purposes of this investigation, the role of the researcher was 
primarily that of a facilitator, rather than as a participant-observer. 

However, in recognition of these limitations and to enhance 
relevance for participants, the research was undertaken as 
recommended by Kelly (1985, p.139) within a "mutually acceptable 
framework". 

In conventional models of action research, in the first stage of 
planning, the research questions usually emanate directly from a 
problem or need specifically identified by the participants as a 
starting point for conscious change or improvement. In this study, 
the research questions were formulated by the researcher as a focus 
for open ended enquiry rather than to implement planned change. 

Kemmis & McTaggart (1982, p.6) suggest that "a distinctive feature 
of action research is that those affected by planned changes have the 
primary responsibility for deciding on courses of action which seem 
likely to lead to improvement..." They further suggest that action 
research involves a decision to make a conscious variation in 
practice and change, in conjunction with the assumption that 
"improvement can be monitored in some way..." (Kemmis & 
McTaggart, 1982, p.12) 

These characteristics and expectations of action research fall outside 
the specified scope and explicit purpose of this research 
investigation. Similarly, in the light of the interdependent nature of 
the four stages, further guidelines and interpretation provided by 
Kemmis & McTaggart (1982), Kemmis (1990), and Zuber-Skerrit 
(1992) for the action, observation, and planning stages of action 
research methodology were not directly applicable to the process of 
the research investigation. 

These guidelines related directly to the underlying action research 
concept of planned change. They necessitated an ongoing spiral of 
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action research cycles implemented over a flexible time frame, which 
was of sufficient duration to effect meaningful change or 
improvement. 

In the light of these guidelines, the methodology deemed appropriate 
to this investigation cannot be categorised as true action research. It 
could be reasonably argued that the process involved in the 
methodology is a variation of more conventional forms of action 
research. 

While the research methodology employed in this investigation, did 
not fall wholly within the parameters of action research, there were 
elements within the four action research stages which were clearly 
identifiable as applicable to this research investigation. Significant 
among these was the underlying premise that action research seeks to 
develop new skills and approaches to solve problems with direct 
applications to the classroom. (Isaac & Michael, 1971) 

Specifically, the research process was designed to enable 
participants to acquire new knowledge through workshops and 
informal follow up support. Participants then applied this knowledge 
to their program planning, in order to gain insights into how their 
teaching and instructional strategies catered for differing learning 
styles. Whether or not this then translated into actual change was 
beyond the scope of this study. 

Although the research steps were sequential and closely interrelated, 
unlike action research, the methodology did not include a cycle or a 
series of cycles to effect change. In common with action research, 
was an ongoing process of observation and reflection by both 
participants and the researcher, which was inherent to the research 
design. 

Within this framework was the recognition that as for action 
research, a crucial step was "for teachers to become reflective about 
their own practice." (Kelly, 1985, p.131) Observation and reflection 
were important elements of the methodology both at a formal and 
informal level, in all phases of the research. 



In many respects, this process was similar to that of action research, 
although the fourth step in the action research cycle incorporates 
evaluation as a basis for refinement and further action. 

While there were elements of self evaluation of teachers' practice in 
the reflective nature of the qualitative research, the aspect of 
refinement and further action was not included, as it was beyond the 
scope or intention of this study to seek or determine any 
improvement in teachers' future planning of instructional strategies. 
However, an exploration of the potential for improved teaching and 
learning outcomes was an underlying element of the methodology. 

Descriptive research model 

In discussing qualitative research, Wiersma (1991, p.14) explains 
that it "relies heavily on narrative description." Thus, within the 
qualitative research framework, elements of action research were 
used in conjunction with descriptive research. Best & Kahn (1989, 
p.24) explain the basic characteristics of the descriptive research 
model. 

Descriptive research describes what is, describing, 
recording, analyzing, and interpreting conditions 
that exist. It involves some type of comparison 
and contrast and attempts to discover relationships 
between existing nonmanipulated variables. 

No attempt was made to manipulate variables, as in experimental 
research. Rather, the investigation focused on an existing situation, 
in identifying participants' MBTI personality types, their learning 
styles and their teaching styles, and exploring relationships between 
these, with particular reference to teachers' planning of instructional 
strategies. 

As the descriptive research model was closely interwoven with the 
elements of action research outlined, it was inappropriate to attempt 
to generalise findings from the descriptive data to other situations. 



Instead, the findings were viewed in terms of applicability to the 
individuals or groups in the research setting, without making 
assumptions about universal validity beyond the situation studied. 

Qualitative data allowed for descriptive reporting and interpretation. 
This aspect involved questionnaires, inventories, interviews, informal 
discussions and interpretation of teachers' planning in conjunction 
with the particular teacher. 

Although specific personality measures were used to assist in 
determining causal relationships, it was a requirement of the research 
that the resulting indicators were verified by the participants. These 
were open ended in terms of final interpretation, as was the holistic 
interpretation of qualitative data collected. 

Therefore, descriptive research was an important aspect of the 
research methodology due to the flexible, open-ended nature of 
teaching, learning and planning and the complexity of the theoretical 
framework of Myers-Briggs typology. 

Research design - instrumentation and procedures 

The research was conducted in two main, discrete but interrelated 
stages. The first stage dealt with identifying participants' MBTI 
personality types, learning and teaching styles, and developing an 
understanding of the related theory essential to Stage 2. The 
second stage focused on teachers' formal program planning, 
influences on teaching, and investigating the specific links raised 
by the research questions. 

The research methodology and procedures are presented in the order 
outlined in the introduction. In addition, a broad schematic overview 
(See Table 3.1) indicating the order of the process within these 
stages, was considered useful in clarifying the context and the 
interrelationships of the various elements, in the discussion which 
follows. 
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Table 3.1 
Broad overview of the order of steps in the research process 

Stage I 

Briefing 
Selection of sample 
Administration of the MBTI 

Workshop 1 
- Verification of MBTI types 
- Understanding of type theory 

Workshop 2 
- Understanding Myself As A Learner Inventory 
- Hanson, Silver & Strong Teaching Style Inventory 
- Coding a common unit of planning 

Stage 2 

Interviews 

- Discussion, and interpretation of teachers coding 
of planning 

- Verification of Hanson, Silver & Strong Teaching Style 
Inventory types 

- Links between preferred and actual teaching styles 
- Factors influencing teaching styles 
- Understanding Myself As A Learner Reflection Questions 
- Informal support and assistance as required 

Data analysis and interpretation 

Recruitment of the sample 

One of the ethical tenets of the Australian and American Associations 
for Psychological Type is that accredited users of the MBTI, work 
only with people who are involved on a purely voluntary basis. 
(Pearman, 1993). In addition, consideration of heavy workloads and 
time constraints on teachers during the period of the proposed 
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research, as well as individual level of interest in the topic, also 
supported this approach. 

In the light of these considerations and those outlined by Dockrell 
(1988) in terms of the ethical issue of establishing mutual 
expectations, briefing sessions were held with the staffs of two 
private schools to which the researcher had been granted access. 
These outlined the nature of the MBTI, the proposed research 
process and the commitment asked of participants. 

It was stressed very clearly that there was absolutely no explicit or 
implicit expectation of teacher involvement, on the part of either the 
researcher or the administration. This had been discussed previously 
with the administration. It was also emphasised that any information 
participants chose to share throughout the course of the research 
would be both voluntary and confidential. 

After discussion with the staff, a mutually agreeable time frame was 
established (approximately one week), for prospective participants to 
consider their involvement and to indicate their interest in being part 
of the research. Workshop dates and flexible timelines were 
negotiated at a further meeting with those who had expressed an 
interest and willingness to participate. 

The steps involved in selecting the sample were identification of the 
population (educators), determination of required sample size 
(approximately 16-20), and the final selection of the sample 
(purposive/self selection). (Isaac & Michael, 1971) 

The purposive sampling approach was deemed most appropriate, both 
practically and conceptually, to the qualitative investigation of the 
research question, due to the ethics of voluntary involvement with 
Myers-Briggs, and the fact that the focus of the qualitative research 
was more on describing the situation than arguing the generalisability 
of results. (Wiersrna, 1991) 
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This approach is compatible with Mouly's (1970, p.185) statement 
that the basic principle of sampling is "There must be no logical 
connection between the method of sampling and the characteristic 
being sampled." Wiersrna says that the overriding criterion for 
sampling design is "that the design be feasible and adequately 
accommodate the research problem." (1991, p.252), a criterion met 
by the purposive, self select sampling of this research investigation. 

The sample did not need to be representative of the teaching 
population. Neither did it need to cover all 16 MBTI personality 
types. Rather, it was the representation of the eight MBTI 
dimensions and combinations of these which were of more interest, in 
looking at learning and teaching styles and implications for planning. 

Also, of interest was whether or not the SP (Sensing Perceiving) 
temperament was represented in the sample. This temperament is 
rarely represented in teaching samples, and even less frequently in 
self-select samples. This point is expanded upon in Chapter 4 - Data 
Analysis and Findings, in conjunction with the data from the research 
sample. 

Description of the sample 

Thus, the resulting sample for Stage 1 was a self select sample of 22 
participants at the two schools, which catered for P-10 and P-7 
students respectively. Although there was a small representation of 
Administrators, Specialist Teachers, Secondary Teachers and Pre-
School teachers, the group consisted mainly of Primary classroom 
teachers. 

Most participants had taught a number of year levels over their 
careers. The sample was a group of predominantly female, 
experienced educators, most of whom were working as full time 
classroom teachers. Only one teacher had a full time Secondary 
teaching load. Two participants taught in both the Primary and 
Secondary sections of the school, and of the three specialist teachers, 
two were employed as teachers on a part-time basis only. One 



participant was a full time administrator and one had a combined 
administration-teaching role. 

All the participants, including administrators, were involved in 
teaching to some extent, at both a formal and informal level. 
Therefore, the terms "participants" and "teachers" have been used 
interchangeably throughout the study, and are inclusive of the 
broader group of educators represented. 

The rationale for Stage 1 in using the larger sample involving a range 
of interested school personnel, was to provide as wide a range of 
styles and interaction as possible. In this way, opportunities for 
participants to gain insights into, and develop an understanding of 
different styles and perspectives were maximised. 

The school based participation also had the potential to act as a 
common basis for colleagues in facilitating an awareness of type 
concepts, and as a catalyst for valuable informal follow-up 
discussion through ongoing sharing and mutual support outside 
the workshop setting. These were important considerations in the 
design and implementation of the observation and reflection elements 
of the action research process. 

The research design for Stage 2 necessitated that only those 
participants from the original sample, who were currently involved in 
program planning for Pre-School or Primary School students be 
included. The final group for Stage 2 consisted of 17 participants. 
To ensure continuity and consistency, no new participants were 
included in the sample for Stage 2. 

The rationale for focusing on Pre-School and Primary levels in Stage 
2, is based on Meisgeier's & Murphy's (1987, 1989) studies on the 
development of the dominant function in children. They propose that 
it is during these years, between the ages of approximately six to 
twelve, that the dominant function, being the strongest preference, 
begins to establish itself in children. The acceptance of the concept 
of the developing dominant is discussed in some detail in Chapter 2 - 
Literature Review, and is a basic premise of this research design. 
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Personality measures 

The Myers-Briggs Type Indicator is designed to delineate between 
two preferences on each of four hi-polar scales. The MBTI is a 
"Typical Performance" instrument. It is a self report, forced choice 
psychometric questionnaire of 126 questions, measuring attitudinal 
preferences, as opposed to learned skills. 

Wiersma (1991) classes personality measures such as the MBTI and 
the Murphy-Meisgeier Type Indicator for Children (MMTIC) as 
nonprojective tests, in that they require responses to statements 
rather than unstructured responses to stimuli. He says that the main 
problem in measuring personality is that of validity. 

The MBTI has been scientifically and rigorously tested over a period 
of 40 years, consistently showing a high level of validity and 
reliability, particularly with adult respondents. To determine type 
preferences in children, the Murphy-Meisgeier Type Indicator for 
Children (MMTIC), using the Myers-Briggs preference scales is 
used. Although MMTIC theory is integral to this research, the 
instrument itself was not administered. 

Melear (1989) cites Curry's 1983 framework for learning style 
organisation. This framework is based on internal consistency scores 
of tests which measure learning style components. Curry's study of 
40 tests found that tests which measure personality such as the 
Myers-Briggs Type Indicator and the Witkin Embedded Figures Test, 
have higher internal consistencies than tests which measure 
information processing or environmental components. 

The personality based Hanson, Silver & Strong Teaching Style 
Inventory was included in the research design as a useful instrument 
in identifying teachers' teaching styles, and to explore whether these 
were related to teachers' learning styles. Importantly, the inventory 
incorporates a section on planning which was particularly relevant to 
aspects of the study related to instructional strategies. 
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The inventory is self scoring, and asks teachers to rank statements 
within eight sets of four teacher decision making behaviours. Rating 
is on a preferential basis, on a 5, 4, 3, 2, 1 scale with 5 being the 
highest preference. 

The TLC (Teaching, Learning and Curriculum Model) on which the 
Hanson, Silver & Strong Teaching Slyle Inventory is based, owes it 
origin to Jung's work on personality types and Isabel Myers' type 
theory. This factor provided an element of consistency with the 
other instruments used in the research. 

Teaching styles are identified as a combination of one perception 
function with one judgement function. The theoretical framework 
involved in this process is outlined in Chapter 2 - Literature Review. 

The Hanson, Silver & Strong model (1984) is based on the precept 
that teaching is based on three main areas of decision making - 
planning (decisions made before instruction), implementation 
(decisions made during instruction), and evaluation (decisions made 
after each episode). Throughout these stages teachers make 
decisions about teaching behaviours, learner behaviours and content. 

The first set of decisions teachers need to make relate to planning. 
"The planning stage includes diagnosing, prescribing, selecting/ 
preparing materials and making organisational arrangements." 
(Hanson, Silver & Strong, 1984, p.98) This inventory, and 
specifically the sections on planning, relate directly to the 
investigation of links between personality, teaching and the planning 
of instructional strategies. 

Researcher constructed instruments 

The Demographic Questionnaire (See Appendix 3) and the 
Understanding Myself As A Learner Inventory (See Appendix 1) 
were formulated using the guidelines suggested by Wiersma (1991) 
for item construction and format. The purpose of each instrument 
determined the specific approach which is outlined. 



Demographic questionnaire 

Hailer (1979) suggests that questionnaires are well suited for 
gathering demographic information. A Demographic Questionnaire 
was given to all participants to be completed on a voluntary and 
confidential basis, together with the MBTI before the first workshop. 

The questionnaire was designed to elicit background information 
about the participants, to enabie a broad description of the sample to 
be drawn. A secondary purpose was to provide incidental 
background information in developing a rapport with teachers on an 
informal basis over the period of the research. In addition, the 
questionnaire was used to assist in focusing the discussion in the 
interview stage. 

The gathering of descriptive data relating to aspects addressed in the 
questionnaire through informal and formal interactions with 
participants, was an ongoing and integral facet of the research. 
Therefore, the issue of refinement of the instrument was not relevant 
in this context, as clarification of questionnaire responses and 
discussion with each participant as appropriate was an important 
aspect of the data gathering process. 

To this end questions 1-5 required participants only to circle one or 
more choices. Questions 6-10 allowed for open ended participant 
responses. For ease of response, questions 6 and 7 were polar 
opposites as were questions 8 and 9. Key words were underlined to 
enhance clarity and to emphasise the purpose of the questions. 
Question 10 related to hobbies or interests outside school and was 
included to provide another dimension, outside the work 
environment, to the participants' work profiles provided by 
questionnaire responses. 

The design and development of the questionnaire utilised a format as 
recommended by Wiersrna (1991, p.181) - "attractive and 
straightforward, with the items ordered in a logical sequence." The 
ten questions related to issues such as year levels currently and 
previously taught, subject area preferences and teaching experience. 
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The item construction involved a combination of multiple choice and 
open ended questions, compatible with the purpose of the particular 
question, that is, whether it required definitive information or an 
unstructured response. 

The data provided by the qualitative focus of the questionnaire is 
unlike data provided by an instrument designed to give empirical 
data. For the most part, the former is added to and refined 
throughout the course of the research, whereas the latter is designed 
to provide a measurable outcome at a specific time. Thus, the 
overall purpose of the Demographic Questionnaire was to provide a 
starting point for gathering further information. 

Understanding Myself As A Learner Inventory 

The Understanding Myself As A Learner Inventory (See Appendix 1) 
was administered to Stage 2 participants as part of the process of the 
second workshop, and was designed to identify participants' learning 
styles, and to establish if their learning styles were related to their 
Myers-Briggs personality types. (Associated research question 1) 

While Lawrence (1982a) and Golay (1982) provide Myers-Briggs 
based instruments to determine learning style, these relate to 
quadrants and temperaments respectively. No instruments were 
available which were entirely consistent with learning variables 
measured in terms of individual Myers-Briggs preferences. 

Wiersrna (1991) states that there are situations where a researcher 
constructed instrument best meets the specific nature of the research. 
The inclusion and design of the researcher designed Understanding 
Myself As A Learner Inventory was consistent with the specific 
needs of the research. 

This is reflected in its design as a pivotal aspect of the research 
process, in that it was used not only as a tool to explore possible 



links between teachers' learning styles and MBTI types, but it was 
also specifically designed to link directly with the Learner 
Characteristics/Activities Reference Sheet in the following way. 

The statements listed in the Understanding Myself As A Learner 
Inventory were designed to match those used in the Learner 
Characteristics/Activities Reference Sheet (See Appendix 1). The 
only difference between the two, was that in the inventory, each set 
of statements began with "I tend to..." as opposed to, for example, 
"Extraverted Students tend to..." in the Learner Characteristics/ 
Activities Reference Sheet. 

This approach ensured consistency, and also assisted in reinforcing 
the basic concepts and terminology for participants throughout the 
research process. Each step of the research process was important in 
itself. However, the logical flow onto the next step, the 
interrelationships between the steps, and the theory explored, were 
also crucial in providing a relevant context and progression. 

The development and design of the Understanding Myself As A 
Learner Inventory was an adaptation of an instrument used by 
Lawrence (1982a) in identifying learning styles related to the four 
quadrants. This was modified and expanded by the researcher to 
encompass the eight type preferences. 

The design of the Understanding Myself As A Learner Inventory 
incorporated the placement of unlabelled sets of statements relating 
to learning style preferences in the configuration shown in Figure 
4.1. This design was in accordance with Borg's & Gall's (1979) 
statement that an instrument dealing with attitudes must include a 
number of items in order to obtain a reasonable picture of the attitude 
concerned. In terms of the issue under investigation, the 
identification of learning preferences can be classed as attitudes. 



Figure 3.1 
Layout of (unlabelled) sets of statements in the Understanding 
Myself As A Learner Inventory (See Appendix 1) 

EXTRAVERSION INTRO VERSION 

SENSING INTUITION 

THINKING FEELING 

JUDGING PERCEIVING 

The rationale for this layout was to match the configuration of the 
statements with that of the same statements on the Learner 
Characteristics/Activities Reference Sheet (See Appendix 2). This 
approach facilitated a logical progression and an explicit link 
between the two sets of statements. 

The format and construction of the Understanding Myself As A 
Learner Inventory were designed to emulate the successful format 
and concept of unlabelled bi-polar sets of statements, designed to 
identify learning preferences in Lawrence's (1982a) instrument. In 
constructing the inventory, forced choice paired comparison items 
were checked against Lawrence's and other Myers-Briggs based 
paired comparison items for learning settings, and matched with the 
Learner Characteristics/Activities Reference Sheet outlined later in 
this chapter. 
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In developing the Understanding Myself As A Learner Inventory, 
the considered choice of this specific design and the links with 
Lawrence's (1982a) instrument was intended to enhance validity, as 
suggested by Golay (1982, p.50). He says "one approach to 
determining the validity of a new instrument is to compare it with an 
instrument which is considered to be valid for assessing the same 
general area of behavior." This approach is supported by Wiersma 
(1991, pp.280-281) who suggests that 

Sometimes, an existing instrument can be modified by 
changing the content of items, or a general format for 
the items can be used with only the content of the items 
being specific to the study. 

Thus, the Understanding Myself As A Learner Inventory was 
designed to reflect Lawrence's (1982a) instrument at a number of 
levels, without compromising the specific links with the research 
investigation. As well as the general design and format, the 
administration and general interpretation of the instrument were also 
congruent with that of Lawrence's (1982a) instrument. 

Participants were asked to tick, from eight sets of characteristics and 
learning situations, those statements which were true of themselves 
as learners. Next, they were asked to circle the four sets with the 
most ticks. In this way they indicated the four sets of statements 
which were most strongly true of them as learners. The sets were not 
identified to the participants as reflecting any particular MBTI 
dimension until after the completion of the inventory. 

Participants were then asked to label the side by side sets as E 
(Extraversion) and I (Introversion); S (Sensing) and N (Intuition); T 
(Thinking) and F (Feeling); J (Judging) and P (Perceiving). Thus, it 
became apparent to participants that each side by side set was 
representative of learning situations from opposite ends of the bi-
polar scales. 

A pilot was not considered necessary as the "results are used 
primarily as a guide to further information gathering." (Gronlund, 
1985, p.108). As such, a high degree of reliability was not a key 
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factor, and was in fact, secondary to providing teachers, through the 
Understanding Myself As A Learner Inventory and their subsequent 
reported learning style, with a starting point to explore and discuss 
their learning styles with colleagues as part of the second workshop. 
This approach was congruent with an action research process. 

Perhaps the most important aspect was guiding the participants to the 
culminating step of applying what they had learned to their own 
planning. It was this factor which made the Learner Characteristics/ 
Activities Reference Sheet a particularly vital link in the process. 

An important consideration was that the reported learning style 
needed to verified by the participant, in the light of choices made on 
the inventory in conjunction with discussion with colleagues and the 
researcher. The Learner Characteristics/Activities Reference Sheet 
used throughout the research was also a reference point for teachers 
in assisting to confirm or refute their reported learning styles. This 
is in keeping with Gronlund's (1985, p.108) statement that "when 
reliability is low or unknown ... make tentative judgements, seek 
confirming data, and be willing to reverse decisions when wrong." 

Procedures 

Rationale for workshops 

It was absolutely imperative to the research process, that participants 
have a sound understanding of the Myers-Briggs preferences and of 
their own personality type. These insights were essential to enable 
participants to review their planning within the Myers-Briggs 
framework, accurately and effectively. 

Prior experience with the MBTI varied widely. This ranged from 
recent experience, to two day workshops some years ago, to 
adaptations of the MBTI given in one-off two hour seminar sessions, 
to no prior experience of the MBTI at all. All participants had 
previously heard of the MBTI and were interested to learn more. 



It was agreed that it would be advantageous for all participants to 
begin together at the introductory stage. This approach ensured a 
level of consistency from the point of view of the research, and had 
the added benefit of the group having a common shared experience 
and interaction to assist in understanding type through the course of 
the study. 

As the aim of the workshops and the resulting interactions was to 
develop an optimum understanding of type, the background 
knowledge already in place was beneficial to the group and 
enhanced, rather than compromised the study. The MBTI was 
administered to each participant by the researcher after a short group 
briefing in terms of the what, the how and the why of filling out the 
indicator. 

This was a crucial step in the process, as a number of factors may 
have impinged on the validity and reliability of the outcome. One 
such factor was the importance of a participant answering the 
questions from the point of view of his "ideal" as opposed to his 
"real" self. (Best & Kahn, 1989) 

Participants were asked to complete the indicator at a time 
convenient to them, sometime within a week of the participant group 
briefing. The instrument would normally take approximately 30 
minutes. However, this flexible time frame maximised the 
opportunity for participants to find an appropriate time to answer, as 
recommended by Myers & McCaulley (1985, p.8), in a "shoes off" 
mode in a setting of their own choosing. 

In this way the outcome was more likely to result in a true reflection 
of the participant. It also acknowledged and responded proactively 
to the heavy professional and personal commitments participants had 
early in the new term. 

With regards to understanding type, it stands to reason that a person 
will always know and understand his own type best. It follow then, 
that a thorough knowledge of a person's own type serves as a useful 
reference point for understanding others. (Myers & Myers, 1980) 



To best foster and develop this understanding of type, two workshops 
were designed and facilitated by the researcher. The rationale of the 
workshop design and implementation was for participants to be given 
opportunities to gain an understanding of the theoretical framework 
of Myers-Briggs typology, as well as an understanding of their own 
type and that of others through group interaction. 

The design of the workshops was based on adult learning principles 
and followed a developmental sequence. The workshops were 
supplemented by a range of support materials including worksheets, 
reflection sheets, visual aids and a workshop background booklet. 

Their design and implementation ensured that activities and learning 
experiences catered to each of the eight Myers-Briggs preferences. 
In this way, the workshops themselves provided practical examples 
of the theory of applying type to teaching and learning situations. 

This approach draws in part, on an action research model in 
providing opportunities for observation and reflection, while at the 
same time informing and laying a foundation for refinement of 
practice should the individual participant wish to pursue this further. 

Workshops 

Works/top 1 - An introduction to Myers-Briggs type theory 

The first two hour workshop was designed to introduce participants 
to the theory and practical application of Myers-Briggs typology. 
The emphasis was on participants gaining a theoretical and practical 
understanding of their own type and of the different perspectives of 
people with types other than their own. 

This goal was implemented through a series of interactive and 
independent activities, which included hands-on activities, 
discussion, focus worksheets and reflection, which optimised 
opportunities for developing understanding. This process falls 



IM 

loosely within the parameters of the observation and reflection stages 
of action research. 

Early in the first workshop, before the participants were given their 
reported type profiles, they were led through the characteristics of 
each of the 8 dimensions with the researcher to assist them in 
verifying their identified types. The importance of this step is 
clearly stated in the code of ethics for accredited MBTI users, which 
says that 

the most appropriate interpretation of the MBTI and 
related indicators is that they are imperfect indicators 
of a hypothesized 'true' type... The individual's knowledge 
of self is the appropriate criterion by which to judge 
the accuracy of the instrument, and never that the 
instrument 'knows' a person better than the person 
knows himself or herself. 

Source. Adapted by Siebert (n.d)from the Code of Ethics 
of the American Association for Psychological Type 

In the light of this understanding, as each pair of dimensions were 
outlined, the participants were asked to note which of the pair they 
identified with most, for example, Extraversion (E) or Introversion 
(I). This was continued for each of Sensing (S) and Intuition (N); 
Thinking (T) and Feeling (F); Judging (J) and Perceiving (P). 

By the end of the process, each participant had written down a self 
select type, for example, ENTP. Participants were then given their 
MBTI type as reported on the indicator, and an accompanying type 
profile. 

Usually, the self select type is the same as the indicator reported 
type, in this case ENTP. If the participant verifies the indicator 
reported type as their "true" type, then the self select type serves to 
confirm the reported type, as well as affirming it in the eyes of the 
participant. 

However, in situations where the participant does not agree with the 
indicator reported type, the self select type, especially if it differs 



from the reported type, serves as a useful starting point for exploring 
"true" type, particularly when used in conjunction with type profiles. 

Assisting participants to identify and verify their MBTI type was 
crucial to the other links in the research design. For some 
participants, this process took a number of weeks with support from 
the researcher, through informal discussions and the provision of 
additional literature. 

Workshop 2 - An introduction to learning and teaching styles 
through Myers-Briggs type theory 

A major goal of the second two hour workshop was to focus on 
teachers' own learning and teaching styles. It also aimed to address 
the characteristics of learners with different preferences as well as 
implications for the classroom, looking in particular at formal 
planning. As for the first workshop, the elements of observation and 
reflection drawn largely from the principles of action research, were 
inherent in the methodology implemented here. 

By this stage of the research the participants had a basic overview of 
the principles of type. They also had some insight into how their 
own personality type manifested itself in their day to day experiences 
and interactions. The emphasis in the first workshop had been on 
building an understanding of each of the eight preferences. 

It was important to the study that participants build on this, and be 
given an opportunity to explore type dynamics - the interaction of the 
preferences within a type, as opposed to looking at each preference 
as a separate entity. The focus for the second workshop was on 
classroom applications. 

Specific personality measures were used to identify and explore 
participants' learning styles and then their teaching styles. These 
were the Understanding Myself As A Learner Inventory and the 
Hanson, Silver & Strong Teaching Style Inventory, respectively. 
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A conscious decision was made to administer these instruments 
within the context of the second workshop rather than prior to the 
research. As the first workshop introduced participants to the basics 
of Myers-Briggs theory, there was a possibility that some 
participants may have been influenced in their choice of responses, 
by this prior knowledge. However, given the introductory nature of 
the first workshop and the one week lapse between workshops, it was 
felt that this possible influence would not be significant. 

A further consideration in the inclusion of the instruments in this 
sequence, was the qualitative focus of the research. In relation to 
data analysis and interpretation in qualitative research, Wiersma 
(1991, p.85) points out that it "...is a process of successive 
approximations toward an accurate description and interpretation of 
the phenomenon." This is in keeping with the participant verification 
process of measures provided by the instruments. 

This verification process involved individual reflection, ongoing 
interaction with colleagues and the researcher, and support in the 
interview stage, in order to determine the accuracy of the reported 
learning and teaching styles. Thus, as is congruent with qualitative 
research, the original measures were not intended to be definitive, 
but to provide a starting point for participant verification. Therefore, 
a possible compromise in validity was offset by the express 
requirement of the research that the personality measures be verified 
by the participant. 

Perhaps, most importantly, the research design was intended as a 
developmental process, building on each prior step, to support 
teachers with learning about the theory and its applications as an 
ongoing process, over the course of the eight week research period. 
In balancing these considerations, the determining factor for the final 
decision to administer and interpret the instruments in the workshop 
context was to address the important ethical and professional 
obligation the researcher had towards participants. 



Specifically, this related to a need to support and inform through 
optimising relevance, building trust and rapport, and ensuring that 
participants were comfortable with the processes involved. 

Cummings (1985, p.232) points out that "it requires some degree of 
courage and a desire to look more closely at what happens in one's 
classroom to overcome the initial trepidation" of being involved in 
educational research. This is particularly true of a study such as this 
one where elements of self evaluation at both a personal (personality 
style) and professional (personality, learning and teaching styles) 
level were to be shared with the researcher. 

In conjunction with this awareness, were the additional 
considerations of the necessity for a self select group, the limited 
time frame, and the fact that the researcher was unknown to 
participants prior to the study. Therefore, it appeared unrealistic and 
potentially overwhelming, if not threatening, to ask participants to 
complete a further two personality based instruments in addition to 
the MBTI and the Demographic Questionnaire, prior to the 
workshops. 

Thus, a developmental model was adopted for the research design. 
To this end, the administration of the instruments and the resulting 
identification and verification of learning and teaching styles, 
initiated and developed within the context of the workshop were 
designed to enhance relevance for participants. Enhanced relevance 
resulted from the opportunities inherent in the workshop process of 
being able to discuss, share and clarify observations and reflections 
with colleagues and the researcher. 

While participants were able to share and discuss their perceptions 
with colleagues outside the workshops, it was only within the context 
of the workshops that participants had the opportunity to do so in a 
group situation, and with immediate access to support or clarification 
from the researcher. 



The issue of immediacy was a crucial factor in the decision to 
include the Understanding Myself As A Learner Inventory and the 
Hanson, Silver & Strong Teaching Style Inventory in the workshop 
process. The completion of these instruments immediately prior to 
initial reflection and discussion of outcomes, ensured that 
participants' rationale or perspective for particular responses were 
fresh in their minds. This approach facilitated relevant discussion 
and verification in a supportive environment. 

Kelly (1985, p.148) suggests that with regards to the process of 
action research, there is a recognition of 

• the complexity of interlocking relationships, while still 
allowing theories to be tested and evaluated. The specific 
methodology employed is less important than the overall 
approach to action and research. 

Thus, the particular research sequence and approach relating to the 
workshops, was deemed most appropriate in terms of facilitating 
logical progression and links within the study, and in supporting 
participants. 

Also during the course of the second workshop, participants were 
given the opportunity to code a common unit of planning provided by 
the researcher. For the purposes of the research they were asked to 
use Step 1 only of the "Reviewing With Style" section of the Learner 
Characteristics/Activities Reference Sheet. (Appendix 2) as a 
framework for the coding. 

They were given the option of completing this task either individually 
or in groups, with support from the researcher as required, in 
preparation for coding their own units of planning. The rationale 
behind the coding of planning facet of the research, was to ascertain 
if teachers' teaching styles were reflected in their planning of 
instructional strategies. (Associated research question 3) 
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Reference document 

The Learner Characteristics/Activities Reference Sheet was designed 
by the researcher based on her own observations and experience, and 
also adapted from the literature. Of particular relevance was the 
work in learning settings of Myers (1980, 1985), Lawrence 
(1982a,b), Page (1983), Roemer (1990) and Meisgeier & Murphy 
(1987, 1989). 

While this Reference Sheet was critical as a background to the entire 
research process, it was especially important during Stage 2, when 
participants were asked to code their own planning using the 
Reference Sheet as a framework. This entailed coding their own 
planning by indicating against each activity which preference 
(S,N,T,F,E,I,JorP), or combinations of these it addressed, in terms of 
the type of learners for whom it would cater. 

It was recommended that initially teachers be guided by the Learner 
Characteristics, for the why of planning. It was far more important 
for the teachers to understand the Learner Characteristics and work 
from there, than to know or learn off activities for particular 
preferences. 

However, the activities, although far from comprehensive, offered a 
useful starting point, and were used in conjunction with the Learner 
Characteristics to provide a broader picture. The Reference Sheet 
was also designed as a working "document" to show teachers where 
the facets they had addressed for the research, fitted into the "big 
picture" of planning and reviewing for type differences. 

In this way their involvement in the research had the potential to be 
of increased relevance to them. In addition, it is hoped that teachers 
will be able to use the Reference Sheet more fully after the research, 
for using type theory in either planning or reviewing their planning. 
This reflects the practical benefits of the inclusion of an action 
research approach to the study. 



Coding planning 

Prior to the workshops, Stage 2 participants were asked to provide 
their own planning for the coding phase of the research. It was 
explained that the coding and review process was a crucial aspect of 
the research, with the potential to provide valuable insights into their 
own approach to planning. 

The importance of selecting plans prior to the research, and 
providing them in their original form was emphasised. Participants 
were specifically asked not to make any changes to their existing 
plans. It was further emphasised that any changes to plans would not 
only invalidate the study, but that resulting outcomes would be of 
little value to them personally and professionally. 

In fact, participants were encouraged to put their plans aside without 
perusing them. To reinforce the main points of the oral briefing 
relating to the provision of plans, relevant instructions and details 
were also provided to each participant in written form. 

In an endeavour to ensure a level of consistency, all participants 
were specifically asked to provide a unit plan for each of 
Mathematics, Science and English, or an integrated program 
including these subject areas. These plans were to be provided only 
from their last round of planning immediately prior to the initial 
research briefing. 

This guarded against participants choosing their "best" plan. It also 
enhanced the potential for increased relevance to the participants, in 
that they were able to review and code recent plans which were still 
fresh in their minds. All plans were to cater expressly for Pre-School 
or Primary students. 

A range of subject areas, rather than one subject area provided an 
opportunity to more fully determine any possible links between style 
and instructional activities. It is possible that particular activities 
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may lend themselves to given subject areas, so one subject area 
would not offer as broad a picture of possible reflections of type. 
(Bargar & Hoover, 1984) 

It was for this reason that the combination of Mathematics, Science 
and English was selected. Traditionally, Mathematics tends to be a 
relatively linear, specific and precise subject, whereas English tends 
to be more wide ranging and open ended. Science falls somewhere 
between the two, with a combination of specific method and more 
open ended interpretation and investigation of research topics. 

At the same time, however, all have scope for hands on activities and 
variations of approach. Exploring the approaches taken by different 
teachers in planning these subject areas was an important aspect of 
the investigation. 

While Mathematics, Science and English were specified, there was 
some flexibility in this requirement, given the diversity of approaches 
and working situations, and the underlying principle of honouring 
differing styles. For example, some teachers worked in co-operative 
teaching situations where one teacher taught the majority of the 
Mathematics while the other was responsible for the Language 
component of the program. 

Teachers were given a choice as to whether to code their planning on 
their own and/or with assistance from the researcher or colleagues. 
As is congruent with the developmental nature of the research, the 
aim was not to test teachers!  knowledge of type, but rather to support 
them with applying the coding strategies effectively, thus enabling an 
exploration of possible links between type and planning. 

All teachers indicated an interest in follow-up support, either with 
coding or through other informal support in developing their 
understanding of type in a range of classroom situations. A flexible 
timeline was negotiated with each teacher on an individual basis for 
this process and for the follow-up interviews. To this end, two 
interviews were scheduled for each participant. 
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Interviews 

Each participant was involved in two follow-up interviews. The 
interviews were intended to be responsive to the teachers' current 
needs, so the process was relatively open ended in terms of time and 
flexibility of structure and content, as is congruent with qualitative 
research. Open ended discussion was used in conjunction with some 
structured questions. 

This flexible framework (See Interview Schedule - Appendix 4) was 
implemented over the duration of the two interviews which also 
included professional support with clarifying Myers-Briggs theory 
and application in response to the participant's questions or 
discussion. This approach was in keeping with the action research 
process of facilitation, reflection, interpretation and practice. 

The interview method was regarded as an appropriate data gathering 
technique as it provided the opportunity to link together some of the 
data gained through the procedures and instruments used up until this 
point. It placed the other data into an overall context of the teachers' 
perceptions of their roles, and the way in which they operated in the 
classroom setting. 

Borg & Gall (1979) cite a study by Jackson & Rothney which 
compared the advantages of the interview with those of the mailed 
questionnaire. Their findings indicated that "under favorable 
conditions the interview tends to yield more complete data and also 
more data regarding negative aspects of the self..." (pA37), 
particularly with open ended questions. 

While the interview discussion was centred around positive aspects 
and manifestations of style, the rapport built up over the period of 
the research, coupled with the flexibility of the interview process, 
facilitated a very open and frank sharing in a supportive environment. 

Borg & Gall (1979, p.417) caution that this very "flexibility, 
adaptability and human interaction that are the unique strengths of 
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the interview also allow subjectivity and possible bias..." To 
minimise this possible tendency, a number of reference points were 
established as part of the interview process. 

These related to blending the open ended approach with specific 
issues to be discussed, thus providing a clear direction to the 
interview process. (See Interview Schedule - Appendix 4) For 
example, when reviewing the Data Collection Sheet of coded 
instructional strategies (E,I,S,N,T,F or combinations of these), each 
participant was asked an open ended question designed to focus the 
discussion "How do you see your personality reflected in your 
teaching?" 

Another specific projected outcome of the interview stage was to 
ascertain if there were identifiable factors which influence teachers' 
teaching styles. This was discussed with particular reference to the 
Hanson, Silver & Strong Teaching Style Inventory, and the 
participants' verified teaching styles. Differences and similarities 
between participants' teaching styles and their personality types were 
explored, and other factors influencing their teaching styles were 
identified. MBTI personality types and learning styles were also 
verified. 

In addition, the Hanson, Silver & Strong questions and responses 
which related specifically to planning and implementation, provided a 
focus for discussing other possible influences on planning and 
teaching style, apart from personality type and learning style. 

As a follow-up to the Understanding Myself As A Learner Inventory, 
each participant was asked to answer three Understanding Myself As 
A Learner Reflection Questions relating to this inventory, in the 
follow-up interview process. These questions were based on a 
concept developed by Lawrence (1982a) for learning in work and 
classroom settings. The questions were modified slightly from 
Lawrence's so that they related specifically to this study. 
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Do the circled questions reflect learner characteristics and 
learning situations that are usually highly important to you? 

Would you probably learn and work less effectively under 
the sets of learning situations not circled? 

Would you probably learn and work less comfortably under 
the sets of learning situations not circled? 

The procedure in developing these reflection questions was 
analogous to that of developing questionnaire items, as recommended 
by Brady (1987)and Gronlund (1985), in for example, including only 
one main idea in the question and providing specificity through the 
direct link with the Understanding Myself As A Learner Inventory. 

These reflection questions were intended to assist in verifying 
participants' identified learning styles. A secondary aim was to 
ascertain whether learning situations consistent with preferred 
learning style, provided enhanced conditions for learning. 
Participants were also given the opportunity to add any further 
comments about themselves as learners, on an optional basis. 

Data collection and recording 

Except for general observations relevant to a particular school, 
participants from the two schools were considered as one group for 
data collection and analysis. 

Wiersrna (1991, p.84) suggests that data collection methods 
appropriate to qualitative research "include ... observation, interview 
and the collection and review of related documents." While informal 
observation of teacher interactions was useful as a background to 
workshop implementation, it was not specifically used as a data 
collection device. Numerical data on identified types and type 
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distributions, provided "more specific information than descriptive 
terms alone." (Wiersma, 1991) 

An individual data folder was kept for each participant, containing 
all the instruments used, identified types, the teacher's coded 
planning and other relevant data including the researcher's written 
record of interview notes. 

Personality measures 

The researcher scored the MBTI answer sheets and completed an 
individual report form for each participant. These were returned to 
participants as part of the process of Workshop 1. Participants' 
scores and types were recorded by the researcher for future 
reference. This data was updated as identified types were verified by 
participants. A group type table was also collated with participants' 
permission, and used in the two workshops. 

As the Hanson, Silver & Strong Teaching Style Inventory was a self 
scoring instrument, this data was immediately available to 
participants and was discussed on a one to one and small group 
basis. The completed inventories were collected by the researcher, 
for the purpose of recording the data. 

Data of particular significance to the research provided by this 
instrument, was the identified teaching style of each participant. 
Also of significant interest were the responses to specific questions 
in the teaching style inventory relating to planning and 
implementation, and the designated teaching style category attributed 
to these particular responses by Hanson, Silver & Strong (1984). 
This data was recorded for later verification by participants, and to 
provide reference points and clear overall direction for the interview 
process. 
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Researcher constructed instruments 

Each participant's i)emographic Questionnaire was returned to the 
researcher together with the MBTI answer sheet. These were filed in 
the individual data folder for each participant, and referred to 
throughout the research process, particularly in the interview stage. 
The information was easily accessible in its original form and was 
found to be most usefully viewed in conjunction with other data in 
the folder. Therefore, it was not translated to another format. 

The Understanding Myself As A Learner Inventory was completed 
as a self report instrument as part of the workshop process. 
Participants were able to identify their own learning styles, which 
were recorded by the researcher. 

The inventories themselves were not collected, as no further 
information was required by the researcher. Also, it was envisioned 
that the inventories would prove useful to the participants, as they 
related directly to the very important Learner Characteristics/ 
Activities Reference Sheet which was to be used in coding their 
planning. 

Interviews 

The participant and researcher together transferred activities from the 
coded planning to the Data Collection Sheet, in accordance with the 
Myers-Briggs dimensions for which they catered. Verification of the 
participant's teaching style, learning style and personality type were 
recorded at the interview and later transferred to a table for the 
sample. 

Responses to those items in the Hanson, Silver & Strong Teaching 
Style Inventory which related specifically to planning, were marked 
against the item on the inventory, according to the functional 
teaching preferences for which they catered (ST,SF,NT or NF). The 



three structured Understanding Myself As A Learner Reflection 
Questions were provided for each participant in written form. 
Answers for these were recorded against the relevant questions on 
the question sheet. 

As information shared with the researcher during the interview 
process was often of a sensitive nature, and the ease of the 
participant was paramount, apart from some brief notes relating to 
teachers' identification of influences on teaching style, only notes 
regarding measurable outcomes were recorded at the actual 
interview. In addition, where feasible, time was scheduled between 
interviews and at the end of the day, to record specific details or 
general observations, in the individual data folders, or as annotated 
notes or lists. 

Assistance with coding planning was given to participants who 
requested guidance in this regard. All participants shared their 
coding with the researcher. The activities were recorded on a Data 
Collection Sheet - an A4 grid covering the eight preferences (See 
Figure 3.1), in conjunction with discussion about the teacher's 
rationale and implementation of particular activities. 

Figure 3.2 
Data collection sheet 

E S T J 
(Extraversion) (Sensing) (Thinking) (Judging) 

1 N F P 
(Introversion) (Intuition) (Feeling) (Perceiving) 
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The distribution of the recorded activities on the Data Collection 
Sheet was verified by the participant. Factors influencing this 
distribution were discussed, as was the teacher's perception of their 
personality type as reflected in their planning, teaching and 
interactions with students. 

Data analysis 

Due to the qualitative nature of the research, an integrated approach 
to data analysis was undertaken. The qualitative data were analysed 
against the more definitive background of the measures provided by 
the instruments administered. Data from the latter were synthesised 
into tables, following procedures for data tabulation recommended by 
Drew & Hardman (1985). 

This integrated approach enabled the drawing of tentative 
conclusions from the instrumentation and tables, and then refining 
these through the interview process. Field notes were synthesised as 
soon as possible after interactions with participants. Findings and 
conclusions are further expanded in Chapter 4 - Data Analysis and 
Interpretation and Chapter 5 - Summary and Conclusions. 

Sum m a ry 

The combined methodologies of elements of action research and 
descriptive research implemented in the course of this study reflect 
the open ended nature of the topic and of Myers-Briggs typology. As 
is congruent with the action research process, the study also offers 
realistic possibilities for assisting teachers with practical 
applications in catering for a range of learning styles in their 
planning and teaching. 

To this end, support from the researcher through workshops, 
interviews and informal follow-up discussions, together with the 
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practical nature of the Learner Characteristics/Activities Reference 
Sheet, facilitated future application of the theory after completion of 
the research process. 

In addition the research methodology assisted in developing a greater 
understanding of individual differences through a personality focus. 
The process and procedures implemented, and the instruments used 
to ascertain teachers' personality types, learning styles and teaching 
styles have a common basis in the unifying thread of Myers-Briggs 
personality typology. 

It is through this common link that the study seeks to explore 
possible links between personality style, teaching style, learning 
style and planning, and to identify other factors influencing teaching 
styles as outlined in the research questions. (See Chapter 1). 



CHAPTER 4 

DATA ANALYSIS AND INTERPRETATION 

Overview 

This chapter presents the findings. It analyses and discusses 
important aspects of this data, and their interpretation, in the light of 
the Central and Associated research questions outlined in Chapter 1. 

Where appropriate, links are also made to other studies and 
information outlined in the related literature. The discussion is 
organised around the research questions, and includes elements of 
analysis, interpretation and elaboration. 

Associated research iuestion 1: 

Are teachers' learning styles related to their Myers-Briggs 
personality types? 

Process 

To ascertain findings in this area, each participant's identified Myers-
Briggs personality type was verified, then compared with their 
verified type on the Understanding Myself As A Learner Inventory. 
The Understanding Myself As A Learner Reflection Questions and 
associated discussion supported this verification process. 
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Analysis 

Table 4.1 
Myers-Briggs personality type distribution in Stage 1 sample 
N=22 

SENSING TYPES INTUITIVE TYPES 
With Thinking With Feeling With Feeling With Thinking 

I S T J I S F J I N F J I N T J 

N=2 N= 6 N=0 N= 3 

% = 9.1 % = 27.3 % = 0.0 % = 13.6 

ISlIP I S F P I N F P 'NIP 

N = 0 N = 0 N = 4 N = 0 

% = 0.0 % 0.0 % = 18.2 % = 0.0 

ESTP ESFP ENFP ENTP 

N = 0 N 0 N = 4 N = 0 

% = 0.0 % = 0.0 % = 9.1 % = 0.0 

ESIJ E S F J ENIFJ ENIJ 

N = 1 N = 0 N = 2 N = 0 

% = 4.5 % = 0.0 % = 9.1 % = 0.0 

Note: The underlined function (S, N , T or F) is the dominant 
function for each particular Myers-Briggs type 
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As Myers-Briggs personality types and associated type theory, are 
the threads which link the research, aspects of the data analysis and 
interpretation which relate to this area are dealt with here in some 
detail. 

Table 4.2 
Myers-Briggs personality types represented in the sample 
N=22 

TYPE NUMBER PERCENTAGE 

ISFJ 6 27.3% 
INFP 4 18.2% 
ENFP 4 18.2% 
INTJ 3 13.6% 
ENFJ 2 9.1% 
ISTJ 2 9.1% 
ESTJ 1 4.5% 

At 27.3 %, the ISFJ's were the highest representation in the research 
sample. In the Australian sample of 469 teachers (See Table 2.7, 
Chapter 2) the ISFJ's were again strongly represented at 12.2%, only 
slightly behind the ISTJ's at 13%. In CAPT's (1986) American 
figures for 804 Primary Teachers, the ISFJ's were the largest group at 
17.9 1%. Thus, there seems to be a pattern of strong representation 
of ISFJ's in available teacher samples. 

It is interesting to note not only the high representation of ISFJ's in 
the research sample (See Table 4.2), but also the fact that all six of 
these ISFJ's were on the one staff. This staff consisted of 15 
teachers plus a Principal and Deputy Principal, both of whom were 
also ISFJ's. No information is available as to the staff selection 
procedures, or whether this particular staff composition was purely 
coincidental. 
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At the second school, an administrator mentioned a conscious 
awareness of being drawn to people of types similar to his own 
during the interview process. He noted, and cautioned against, a 
natural tendency to assume that characteristics similar to one's own 
are automatically, to be highly valued. 

At the first school, all but three of the staff of 15 were involved in 
the research. Therefore, this group of six ISFJ's represented at least 
40% of the entire staff. Those staff members in the sample from this 
school who were not ISFJ's represented a range of types, with two 
ENFJ's, two INFP's and one INTJ. 

Hence, an inference could reasonably be drawn that this school as a 
whole, would be likely to have a largely ISFJ orientation. This 
supposition is reinforced by the fact that both administrators were 
also ISFJ's. This ISFJ orientation within the school may influence 
areas such as staff interactions, teacher-student interactions, 
curriculum approaches, decision making and emphasis on particular 
priority areas. 

Meisgeier & Murphy (1987) argue that it is likely that ISFJ teachers 
will understand and relate best to ISFJ learners. ISFJ's are of the SJ 
temperament, and as outlined from a temperament perspective in 
Chapter 2 - Literature Review, it is also likely that SJ teachers will 
understand and relate best to SJ learners, with both groups preferring 
a structured, step by step approach. 

This understanding is especially important, given the substantive 
evidence outlined in the literature (See Chapter 2), indicating a trend 
which reflects an imbalance in teacher-student type distributions. 
This imbalance supports the need for teachers to maintain flexibility 
through style flex with regard to teaching, thus catering more 
effectively to students who are not of their own type. 

This approach becomes eveii more crucial, in a school such as 
outlined above, where because of the predominance of teachers of the 
one type, students moving from one year level to the next, are highly 
likely to again be taught by teachers of that particular type. 
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As Keirsey's temperaments offer a shortcut to looking at type, it is 
also instructive to view the data from this perspective. 

Table 4.3 
The four temperaments as represenled in the Stage 1 sample 
N=22 

TEMPERAMENT NUMBER OF % OF THE SAMPLE 
PARTICIPANTS 

NF Intuitive 10 45.4% 
Feeling 

SJ Sensing 41.0% 
Judging 9 

NT Intuitive 13.6% 
Thinking 3 

SP Sensing 0 0.0% 
Perceiving 

One planned outcome of the research, (See Chapter 3) was to 
ascertain if the SP (Sensing Perceiving) temperament, rarely 
represented in self select samples of teachers, was included in the 
research sample. Interestingly, but not surprisingly, there was no 
representation in the sample of teachers with an SP temperament. 
In figures offered by Keirsey & Bates (1984), the SP temperament 
accounts for only 2% of teachers and administrators. 

With regards to self selection for involvement in this study, a person 
with an SP temperament tends to prefer the immediately practical to 



theoretical constructs, and so would not be readily attracted to the 
theory based Myers-Briggs typology model. 

While SP's may see possible benefits in the practical applications of 
the model, they are likely to shy away from the theoretical 
background which is a prerequisite to its application. These 
considerations, in conjunction with the low incidence of SP's in 
teaching, are reflected in the non-representation of this temperament 
in the self select sample. 

SP's are not usually attracted to formal study and prefer to learn 
something if, and when they need it. Immediate and practical 
relevance is perhaps more important to the SP than to any other type. 
It may be for this reason also, that the percentage of SP students who 
go on to University is less than for the other types. The 2% of 
teachers who Keirsey & Bates (1984) suggest are SP's, are usually 
found in hands on, practical subject areas such as Manual Arts. 

The SP students however, according to Keirsey's & Bates' figures, 
account for 38% of students in a typical classroom. Keirsey & Bates 
(1984) also indicate that this group tends to have the lowest 
correlation between academic ability and actual results. They 
attribute this to the fact that this type of child does not conform to 
the norms expected at school, nor does the average classroom fit that 
particular learning style. 

From the perspective of Lawrence's quadrants, these would be the ES 
learners, with even more difficulty being experienced by the P 
(Perceiving) learners, namely the ESTP and ESFP learners. The high 
representation of ES learners, including ES_P learners, in a typical 
classroom is detailed in Chapter 2 - Literature Review. 

The highest representation of any temperament in the sample was 
45.4% for the NF (Intuitive Feeling) temperament. The NF's 
motivation in life is the search for self identity. Life to the NF is a 
journey of self discovery, and so insights into self and others, such 
as offered by the MBTI appeal to the NF's. 
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The Christian focus of the two private schools may also have drawn 
the NF's, who make their decisions based on what is best for 
developing the best in people, rather than from an analytical or 
systems oriented perspective. Therefore, a strong representation of 
NF's, given the limited size and the self select nature of this sample, 
was not unexpected. 

The element of the F (Feeling) teachers participating in the research 
because they had the support of friends within the same group, may 
also have been an influencing factor in this representation. Given the 
validity of this assumption, it could be reasonably argued that this 
would also be applicable to the SF's, as evidenced in the earlier 
example of the high representation of ISFJ's from the one staff in the 
self select sample. 

At 45.4% the NF representation in the research sample was a little 
higher than the 41% of SJ's. However, in broader teaching samples, 
the NF's do not feature as strongly as the SJ's. NF's represent 30.1% 
of the Australian sample of 469 teachers compared with 40.1% of 
SJ's. In the American CAPT sample of 804 teachers, NF's 
represented 27.11% compared with 49.5% of SJ's. Murphy's & 
Meisgeier's (1987) and Keirsey's (1984) figures are even higher for 
SJ's, at over 56% and 50% respectively. 

The general trend of these figures indicates that teachers and 
administrators are predominantly SJ's, and that schools are 
predominantly SJ organisations. As schools are of their very nature, 
structured organisations, classrooms and their management also 
involve at least some structure, for example timetables, curriculum 
guidelines and rules. 

Teachers who have a preference for Perceiving will not be as 
naturally inclined towards wanting structure as their S (Sensing) and 
J (Judging) colleagues may be. However, to operate effectively in 
what is essentially an SJ environment, they must develop and use 
some SJ skills. 
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This is true for all teachers who are of types other than the SJ's. As 
the SJ temperament accounts for between 40-56% of teachers and 
administrators, the implications, not only in the classroom but also 
for interacting with students and colleagues, become very clear. 

Keirsey & Bates (1984, pp.155,156) highlight these implications in 
stating that 

Belonging to so massive a majority, the SJ educators 
unconsciously assume their views to be the norm 
Most of their views are met with general agreement, 
not only from their colleagues and superiors, but also 
from the parents (the SJ parents, much more frequently 
than others, faithfully attend PTA meetings). 

The lowest representation for temperaments represented in the 
sample was for the NT (Intuitive Feeling) temperament at 13.6%, 
while the Australian teacher sample showed 9.6% and the American 
sample 10.32% for this temperament group. In all cases, this was the 
lowest representation apart from the SP's. Thus, the figures for NT's 
from the research sample appear to correlate with those from the 
broader samples. 

NT's are driven by a need for competence and achievement. They 
have a strong vision which comes through their skill in analysing a 
situation and then implementing possibilities for improving it. They 
are interested in theory, and so Myers-Briggs appeals to them also on 
that basis, as does the more academic nature of Secondary and 
Tertiary teaching, where there is a higher representation of NT's than 
in Pre-School and Primary teaching. (Myers & McCaulley, 1985) 
This appears to be reflected in the low representation of NT's in this 
largely Pre-School and Primary sample. 

Identification and analysis of teachers' own learning styles 

The Understanding Myself As A Learner Inventory ( See Appendix 
1) was designed to ascertain whether teachers' personality types were 
reflected in their learning styles. (Associated research question 1) 



The eight groups of statements were set out as four side by side sets, 
with each pair representing one of the four MBTI preference scales. 
This was not known or signalled to participants, and the sets were 
unlabelled. 

Participants were asked to tick those statements in each set which 
were true of themselves, and then to circle the four sets with the 
most statements ticked. The fact that not one participant circled side 
by side sets as their preferred sets of learning preferences, reflects 
the nature of the dichotomies of each bi-polar scale. 

Jung's paradigm maintains that as each pair of dimensions are polar 
opposites, a person cannot be both, for example, Sensing and 
Intuitive at the same time. Lawrence (1982b, p.94) explains this 
concept in the following way. 

In a sensing dominant person, intuition is necessarily 
the least developed and least trusted (and trustworthy) 
of the four mental processes. That is not an arbitrary 
feature of the theory, but rather a logical condition of 
human experience. In the instant that conscious attention 
is focused on sensing, it cannot also be focused on 
intuitions, and vice versa. I may shift quickly from one 
to the other, but cannot attend to both at once. 

The final outcome was congruent with statements by Lawrence 
(1982a) in relation to his instrument, on which the Understanding 
Myself As A Learner Inventory was based. He suggests that people 
usually have the most ticks on the list that matches their type. 

Each participant in fact circled exactly those four sets on the 
Understanding Myself As A Learner Inventory, which correlated 
directly with their verified MBTI type. Thus, for example, the INTJ 
participants all circled those four sets which reflected an INTJ 
preference for learning style. Each participant subsequently verified 
their identified learning style as a true indication of their preferred 
learning style, as recorded in Table 4.4. 



Table 4.4 
Comparison of teachers' learning styles with MBTI types 

PARTICIPANT UNI)ERSTANI)ING MYSELF AS MYERS-BRIGGS 
TYPE INI)ICATOR A LEARNER INVENTORY 

REPORTED VERIFIED 
PARTICIPANT PARTICIPANT 
LEARNING LEARNING 
STYLE STYLE 

PARTICIPANT 
VERIFIED 
MBTI 
TYPE 

1 E N F J E N F J EN FJ 

2 ISFJ I S F J 1SF J 

3 ISFJ I S F J 1SF J 

4 INFP INFP I N F P 

ISFJ I S F J 1SF J 

6 INTJ INTJ I N T J 

7 ISFJ I S F J 1SF J 

8 INFP INFP I N F P 

9 ISFJ I S F J I S F J 

10 I S F J I S F J 1SF J 

11 E N F J ENFJ E NF J 

12 ENFP E N F P E NF P 

13 E S T J E S T J E ST J 

14 I S T J I S T J I ST J 

15 E N F P ENFI' E N F P 

16 E N F P E N F P E N F P 

17 E N F P E N F P EN F P 

18 INTJ I N T J I N T J 

19 INFP INFP I N F P 

20 ISTJ I S T J I S T J 

21 INFP I N F P I N F P 

22 INTJ I N T J I N TJ 

The evidence as presented in the data shows that teachers' Myers-
Briggs personality types were reflected in their learning styles. It is 
also interesting to note that while each participant, in undertaking the 
Understanding Myself As A Learner Inventory identified four distinct 
sets as reflecting a preferred learning style, as expected, all 
participants ticked at least one or more statements from those sets 
reflecting their non-preferred areas. 
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This indicates that people are able to and do, develop skills and style 
flex in lesser preferred areas. This observation is equally applicable 
to teachers and students. These results are congruent with results 
found by Lawrence (1982a) when administering the instrument on 
which the Understanding Myself As A Learner instrument was based. 

In response to the Understanding Myself As A Learner Reflection 
Questions (See Chapter 3) in an informal one to one interview 
setting, every participant responded that the circled sections 
reflected learner characteristics and learning situations that are 
usually highly important to them. (Reflection Question 1) 

All participants also replied that they would probably learn and work 
less effectively and less comfortably under the sets of learning 
situations not circled. (Reflection Questions 2 & 3) This affirmation 
assisted in verifying participants identified learning styles from the 
Understanding Myself As A Learner Inventory. Again, these results 
are congruent with those found by Lawrence (1982a). 

Summary of findings for Associated research question 1 

Are teachers' learning styles related to their Myers-Briggs 
personality types? 

These findings were reached from participants! identification of their 
personality styles and learning styles through administration of the 
MBTI and the Understanding Myself As A Learner Inventory to all 
participants. Identified types were confirmed through a combination 
of the Understanding Myself As A Learner Reflection Questions and 
discussion throughout the interview and informal support process. 

In summary, it was found that teachers' Myers-Briggs personality 
types were strongly reflected in their learning styles, that is, in the 
way they learn most effectively and in the way in which they prefer 
to learn. 



Associated research question 2 

Are teachers' teaching styles related to their learning styles? 

Process 

The major focus of the investigation of this question lay in the 
comparison of teachers' verified learning styles with their verified 
teaching styles. The latter were identified through the Hanson, 
Silver & Strong Teaching Style Inventory. 

Comparison of participants' verified learning style with their verified 
Hanson, Silver & Strong teaching styles, was on the basis of the 
Myers-Briggs element common to both, that of the type table 
columns, on which the Hanson, Silver & Strong Teaching Style 
Inventory is based. These are ST, SF NT and NF combinations of a 
perception function, which is all important to learning, together with 
a judgement function. 

After completion of the inventory questions, participants were asked 
to read the accompanying profiles for each of the four teaching styles 
(ST, SF, NT and NF). They then ranked these from one to four, in 
accordance with which style was most characteristic for them, based 
on their own immediate perceptions of their teaching preferences. 

Following this subjective ranking, each participant's reported 
teaching style was identified from their highest reported score on the 
Hanson, Silver & Strong Teaching Style Inventory. The actual 
teaching styles were verified with participants during the interview 
process, by considering the four Hanson, Silver & Strong teaching 
style profiles and teachers' subjective rankings of these, in 
conjunction with reported style and scores for the other three styles. 
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Analysis 

Table 4.5 
Comparison of teachers' verified learning styles with their reported 
and verified teaching styles, using the Hanson, Silver & Strong 
Teaching Style Inventory 

N=22 

PARTICIPANT UNDERSTANDING 
MYSELF AS A LEARNER 

hANSON, SILVER & STRONG TEACHING STYLE 
INVENTORY 

REPORTED 
TEACHING 
STYLE 

ST 
SCORES 
SF NT NF 

VERIFIED 
TEACHING 
STYLE 

INVENTORY 

REPORTED VERIFIED 
LEARNING LEARNING 
STYLE STYLE 

1 E N F J E N F J NF 24 17 31 50 NF 

2 I S F J I SF J ST 50 45 17 13 ST/SF 

3 I S F J 1SF J - - - - - - 

4 INFP I N F P NF 7 36 38 45 NF 

5 I S F J I SF J ST 40 37 34 10 ST/SF 

6 I N T J I NT J SF 35 43 19 29 SF/NT/NF/ST 

7 I S F J I SF J SF 13 59 27 27 SF 

8 I N F P I NF P SF 28 50 19 29 SF/NF 

9 I S F J I SF J ST/NT 36 32 36 22 ST/NT/SF 

10 I S F J I SF J SF 17 66 23 22 SF 

11 EN F J E NF J SF 11 56 20 39 SF/NF 

12 E N F P E N F P SF 12 48 35 31 SF/NT/NF 

13 E S T J E S T J ST 40 31 19 3 ST 

14 I S T J I ST J NT 28 27 37 34 NT/NF/ST 

is EN F P E NF P SF 8 49 27 46 SF/NF 

16 F N F P E NF P SF 6 57 18 46 SF/NF 

17 ENFP E N F P NF 5 45 20 56 NF 

18 IN T J I NT J SF 30 37 28 32 SF/NF/NT/ST 

19 I N F P I NF P - - - - - - 

20 I S T J I ST J ST 57 18 39 12 ST 

21 IN F P I NF P NF 25 29 33 39 NF 

22 IN1J I N T J NT 35 15 48 28 NT 

Note 1: The underlined letters in the verified learning style are the common 
element, namely the Myers-Briggs columns (ST, SF, NT, NF), used to 
compare the learning style with the teaching style 

Note 2: The dashes indicate unavailable data in this section for two 
participants unable to complete the Inventory within the research time 
frame, due to ill health 
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Teaching and learning styles were compared from the perspective of 
those elements common to both, namely the Myers-Briggs columns, 
(ST, SF, NT, NF). From this perspective, data presented in Table 
4.5 indicates that there was a relatively even distribution between 
teachers for whom reported teaching styles differed from their 
verified learning styles, and those for whom reported teaching styles 
and verified learning styles matched directly. 

There was also a consistency for each participant who reported a 
match in both their verified learning style and their reported teaching 
style. In all these cases, participants also reported a matching non-
blended verified teaching style. 

All of the Hanson, Silver & Strong teaching style types were 
represented in both the blended group and the non-blended group of 
verified teaching styles. However, no common indicators were 
clearly evident within each particular group. 

The data also indicates that with regards to teaching style, reported 
teaching style and verified actual teaching style were not always 
exactly the same. Of the twenty participants involved in this phase, 
half indicated that their verified actual teaching style was a blended 
teaching style, encompassing the reported teaching style together 
with one or more of the other Hanson, Silver & Strong teaching 
styles. 

It was also significant that the verified teaching styles of all 
participants included the particular perception with judgement 
function combination, namely one of ST, SF, NT or NF, which was 
consistent with their learning style and personality type. 

Thus, while an INTJ may have a blended actual teaching style of, for 
example, NT/SF, the NT combination present in an INTJ personality 
type (and learning style) was also evident in the NT/SF verified 
teaching style. 
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Only two teachers (Participants 6 and 18) had a verified learning 
style (NT) which was diametrically opposed to their reported 
learning style (SF). Both had a verified MBTI type of INTJ. It is 
interesting to note that these were the only two participants who had 
a verified teaching style which blended all the Hanson, Silver & 
Strong teaching styles (SF/NT/NT/ST). 

However, given the limited size of the sample as a whole, and the 
lack of congruence in their responses to the specific sections on 
planning in the Hanson, Silver & Strong Inventory, it is clear that 
there is insufficient data to attribute any significance to this outcome. 

While the data relating to the sample as a whole, indicates that not 
all verified teaching styles were blended styles, there does not appear 
to be a clear pattern of type distribution in this regard. This suggests 
that the distribution itself is not significant. 

Thus, the question remains as to what other variables may have 
influenced differences between teachers' teaching styles and their 
learning styles, in almost half the sample. This is addressed in 
Associated research question 4. 

Summary of findings for Associated research question 2 

Are teachers' teaching styles related to their learning styles? 

The data indicates that all teachers' verified actual teaching styles 
related to their learning styles, in that both the verified teaching and 
learning styles shared the same combination of perception with 
judgement, namely one of ST, SF, NT or NF. No significance was 
attributed to the distribution of particular types which displayed 
blended teaching styles, for example, NT/NF. However, that blended 
teaching styles were not recorded for all participants, indicated the 
presence of other influencing factors to be further investigated, as 
addressed in Associated research question 4. 



Associated research question 3: 

Are teachers' teaching styles reflected in their planning of 
instructional strategies? 

Process 

The planning referred to is teachers' written formal program 
planning. The process involved coding of formal planning in 
conjunction with interviews. Teachers were asked to refer to the 
Learner Characteristics/Activities Reference Sheet to assist them in 
coding their most recent units of planning from immediately prior to 
the commencement of the research, in Mathematics, English and 
Science. These were coded in terms of the preferences (E, I, 5, N, T 
or F), or combinatioiis of preferences catered for by each activity. 

The coded activities were transferred by the researcher and the 
participant to a Data Collection Sheet for each participant (See 
Chapter 3 Figure 3.1), with activities being grouped under the 
relevant preferences. These were discussed with individual 
participants in follow up interviews. The Demographic 
Questionnaire provided useful background information. 

While the recorded distribution of activities for the different type 
preferences was useful in providing insights for teachers and in 
focusing discussion, the distribution could not automatically be 
considered as a reflection of overall balance in planning, in terms of 
catering for preferences. The distribution of preferences catered for 
in the three subject area units provided, may not be representative of, 
for example, the wider spectrum of a full term's planning. 

Other possible influencing factors include the nature of the subject, 
the focus of the content, the purpose of the activity, time spent on a 
particular activity, and the importance assigned to it. A number of 
teachers made the observation that planning may have a number of 
levels, with formal planning often being supplemented by informal 
planning in response to given situations or needs. This may result in 
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differences between what was initially planned, and what was 
actually implemented. 

Unlike the instruments used in Associated research questions 1 and 2 
which elicited an identifiable style for participant verification, the 
process involved in Associated research question 3 was not intended 
to attempt to attribute an identifiable "planning style" to a teacher. 
The wide range of variables associated with the planning precluded 
this as a valid approach. 

Instead, a primary purpose of the process was to ascertain together 
with participants, which preferences were represented in their 
planning, in terms of catering for a range of learners in their 
classrooms. Closely linked with this was the overall purpose of 
exploring whether or not the teachers' teaching styles were reflected 
in their choice of these instructional strategies. 

This provided a qualitative focus for exploration and discussion of 
planning within the overall context of teaching and classroom 
management. These insights were also a useful starting point for the 
qualitative investigation of Associated research question 4. 

Analysis 

Given the underlying rationale for the data collection process related 
to Associated research question 3, in conjunction with the wide range 
of planning variables, it was neither feasible nor appropriate, to 
present this qualitative data in tabular form for analysis. Instead the 
data have been interpreted as tendencies rather than categories. 

In reviewing coding of planning and the formulation of instructional 
strategies, through discussion with teachers, it appeared that of the 
Myers-Briggs functions reflected in their formal planning, the most 
significant influence, looking at the sample as a whole, came from 
the Sensing and Intuition functions. 
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This focus is significant, as Sensing and Intuition are the perception 
functions which relate directly to learning styles, and subsequently, 
to whether or not instructional strategies cater for a student's 
particular perception preference. 

The coding of planning and ensuing discussion indicated that Sensing 
teachers tended to plan in detail and focus on specific skills and 
facts, with definite outcomes and expectations. Intuitive teachers 
tended to plan more holistically, and focused on concepts more than 
facts, with more emphasis on open ended outcomes. These findings 
are consistent with data from studies by Bargar & Hoover (1984), 
relating to how personality type affects teachers' preferences for 
instructional alternatives. 

These findings are also consistent with findings relating to Sensing 
and Intuitive teachers, by Thompson quoted in Myers & McCaulley 
(1985, p.135). Thompson's data concluded that SF (Sensing Feeling) 
teachers consider that their teaching role is to "instruct, discipline, 
encourage, support, role model, and serve others", whereas NF 
(Intuitive Feeling) teachers consider their role is to "encourage, 
inspire, provide variety and creativity and motivate students to 
develop." 

Thompson further found that these factors are also reflected in 
teachers' planning, with SF teachers adopting a step by step approach 
with "detailed planning taking students' abilities into consideration." 
NF teachers on the other hand, "structured plans around general 
goals, themes and students' needs, then adapting plans to students' 
needs..." 

Similar differences were found by Thompson when comparing ST 
(Sensing Thinking) and NT (Intuitive Feeling) teachers, with the ST 
teachers' perceived role focusing on being a role model for students, 
while the NT teachers perceived their role to be to encourage and 
inspire. These differences were also reflected in planning, with the 
ST's preferring detailed plans with specific objectives, while the NT's 
planned concepts from subject areas, knowledge of students' needs 
and development, as well as from a variety of other sources. 
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Given the similarities between the ST and SF teachers, and between 
the NT and NF teachers with regards to role perception and planning, 
Thompson's findings suggest that the major differences with regards 
to planning, lie in the Sensing vs Intuition functions rather than in the 
Thinking vs Feeling functions. These findings were also reflected in 
this study. 

While no clear pattern was evident in the coding to suggest a 
reflection of participants' Hanson, Silver & Strong verified teaching 
styles in the formal planning of instructional strategies, the Sensing 
element was strong throughout. This was true not only for Sensing 
teachers, but also for Intuitive teachers. 

This general tendency towards Sensing in planning and teaching was 
even more pronounced, and of most concern to the specialist 
teachers, in particular the Intuitive specialist teachers. While some 
co-operative planning was done with the classroom teachers, the 
specialist teachers expressed concern at limited access to individual 
students or class groups at designated times, and working within the 
constraints of another teacher's goals, program and expectations. 

Thus, planned instructional strategies were highly dependent on these 
considerations, and tended towards a step by step Sensing approach 
with defined outcomes. This tendency was even more marked for the 
only Sensing specialist teacher in the sample, who echoed the 
concerns outlined by her Intuitive colleagues. She indicated that 
although her natural preference was for Sensing and structure, that 
structure was further reinforced by the outside influences cited. 

One Intuitive specialist teacher wrote comments on the coded unit 
planning, stating that given the nature of the sessions, "activities 
need to be short and self contained and are often in conflict with 
what I'd do given my own class, time and goals. Hence, management 
issues become somewhat more of a priority. ." Thus, of necessity 
rather than preference, her teaching tended more towards a Sensing 
approach. 
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This experience was mirrored in interview feedback from those 
Intuitive classroom teachers who had split timetables with teaching 
duties outside their own classrooms, for example, in Languages Other 
Than English. With reference to their planning and teaching in these 
situations, they related that they tended to follow a more directed, 
methodical Sensing approach. This was at variance with their natural 
preference of a holistic Intuitive approach, as used in their own 
classrooms. 

They attributed this tendency towards Sensing, partly to the directed 
approach being more time efficient, given the pressure of covering 
prescribed content within a limited time. However, all these teachers 
indicated less personal satisfaction than when working in their own 
preferred style. 

These Intuitive teachers also indicated that an overriding factor in 
adopting the directed, structured Sensing approach outside their own 
environment, was that it made it easier to maintain discipline with 
students who were unused to a more open ended Intuitive approach. 
This was compounded by the limited contact with these classes for 
two or three 30 minute periods per week. Thus, there was limited 
opportunity to build rapport, or to assist students in developing skills 
of style flex in adapting to another style. 

In discussing the development of potential in students, Sofo (1989) 
states that "often teaching structures are adopted to maintain 
control". Again, the issue of classroom management as a determinant 
in planning and subsequent teaching approach arises. 

One Intuitive teacher related that his Upper Primary school class had 
a marked imbalance in the number of boys over girls. In addition, 
through ongoing observations of his class, he surmised that like 
himself, the vast majority of the students were Intuitives. He related 
that while these students benefited enormously on a personal level 
from the congruence in personality styles, he found that given free 
rein with an Intuitive approach, they were unable to draw the line 
with regards to acceptable behaviour. 
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As a result, the teacher consciously planned a largely Sensing 
program to maintain discipline and to facilitate task orientation in 
students. He also worked closely with an Intuitive specialist teacher 
to achieve a balance, by sending small groups to work on a regular 
basis with this teacher, employing a more Intuitive approach where 
appropriate. While these two teachers had little or no prior 
knowledge of Myers-Briggs, they had recognised their own and each 
other's teaching style, and the need to style flex to address the needs 
of the students and classroom management considerations. 

An SJ (Sensing Judging) teacher with a combined administration and 
teaching role discussed the pressure of self imposed goals of having 
tasks completed before handing over to the other teacher. Although 
the Sensing teacher was very methodical, with detailed planning, the 
involvement of a second teacher resulted in the adoption of an even 
more structured approach to planning. 

It is interesting to note that Intuitive teachers teaching outside 
conditions of their own choice, tended more towards a Sensing 
approach in their planning. In the case of Sensing teachers, these 
teachers relied even more heavily on their natural Sensing approach. 
The experiences outlined are congruent with the current nature and 
structure of schools as primarily SJ (Sensing Judging) organisations, 
and the issues of time constraints and accountability in meeting 
prescribed curriculum goals. 

Coding of planning and follow-up discussion indicated that the 
Thinking and Feeling functions, related more to teachers' personal 
interactions with students and student grouping, than to actual 
instructional strategies. Extraversion-Introversion preferences 
tended to relate to teachers' organisation of student grouping for 
activities, while Judging-Perceiving preferences related largely to 
the degree of structure or flexibility inherent in the activities. 

These patterns of preferences manifested in planning and teaching 
style are consistent with Lawrence's (1982a) four patterns of 
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motivations in learning, which he states are reflected in the four 
Myers-Briggs preference scales. He proposes that the Extraversion-
Introversion scale reflects natural interests, the Sensing-Intuition 
scale points to basic learning style differences, the Thinking-Feeling 
scale shows patterns of commitments and values, and the Judging-
Perceiving scale indicates work habits. 

It would be reasonable to argue that these patterns of motivation in 
learning styles are also applicable to teaching styles. However, the 
patterns also indicate that instructional strategies as reflected in 
formal planning alone, are not valid indicators of teachers' teaching 
style. 

This was recognised in the research design and as such, was 
discussed in relation to other interrelated aspects of the teaching-
learning process during the interview stage, to define an overall 
context for the planning. However an awareness of this limitation 
points to further influences on both planning and the more 
encompassing teaching style, which were also discussed in the 
interview stage and are investigated in Associated research question 
4. 

Each participant was asked - "How do you see your personality 
reflected in your teaching?" This was deliberately designed as 
an open ended question allowing wide ranging responses. In the next 
step, more direction was provided, in that teachers were referred not 
only to their overall type, for example INTJ, but also to the separate 
preferences of I, N, T and J, and asked how these elements were 
manifested in their planning and teaching. 

An example is outlined here to illustrate how teachers utilise and 
attend to their natural preferences in their teaching. Two of the 
teachers interviewed taught in adjoining classrooms. They told of a 
long standing arrangement whereby one takes the responsibility for 
planning and teaching the majority of the English for both classes, 
while the other is in charge of the majority of the Mathematics. 
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Both expressed a particular interest in, and a preference for, their 
chosen subject area. When their MBTI types were identified, it was 
found that these choices reflected their personality profiles. The 
teacher favouring Language verified her type as being an ENFP. The 
teacher favouring Mathematics was an ISTJ. 

In data collected by the Centre for Applications of Psychological 
Type, looking at 182 occupations, (Myers & McCaulley, 1985) it was 
found that in looking at each occupation separately, 21.15% of the 
Journalists were ENFP's. This was the highest self select percentage 
of all the occupations for ENFP's in the study. Writers were also in 
the top five occupations chosen by ENFP's (19.23%), while only 
6.09% of Accountants and 2.8 % of Mathematics Teachers in the 
study were ENFP's. 

These career choices reflect the ENFP's natural interest in language. 
NF's are usually more interested in and adept at communication and 
language than SJ's, who are more goal than process oriented. 

Meanwhile, 20.14% of the Accountants and 18.31% of the 
Mathematics Teachers in Myers' & McCaulley's sample were ISTJ's. 
Both of these occupations were in the top 15 of 182 occupations 
selected by ISTJ's. 

Other similar sharing arrangements were evident throughout the 
sample, although to varying degrees. There were also some teachers 
who preferred to work on their own. These approaches tend to 
indicate that despite outside influences and constraints, teachers find 
ways in which to teach to accommodate and best utilise their natural 
preferences. This is important from the point of view of both the 
teachers and the students, as teachers tend to do their best teaching 
from their natural preference. 

A significant trend emerged from teachers' responses to the interview 
question relating to the manifestation of personality style in teaching. 
Apart from the wide range of constraints and demands to which 
teachers need to respond, or perhaps in spite of these, teachers 
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consistently referred to strategies, approaches and motivations which 
were clearly a reflection of their dominant function - S (Sensing), 
N (Intuition), T (Thinking) or F (Feeling), despite this particular 
function not having been identified to participants. 

Sensing dominant teachers referred to their formalised structures, 
step by step routines, content, guidelines, a methodical approach, 
orderly classrooms and definite but realistic expectations. The 
importance Sensing teachers attributed to these elements of teaching 
is consistent with the list of descriptors or cue words, supplied by 
Keirsey & Bates (1984) as characteristic of the Sensing population in 
general. Similarly, the descriptors suggested by Keirsey & Bates for 
the other Myers-Briggs functions of Intuition, Thinking and Feeling 
were also consistent with information supplied by the participants in 
this study. 

Intuitive dominant teachers referred to their need for variety, for 
finding new ways of doing things, and their focus on possibilities. 
They also mentioned their valuing of the process over the product, as 
reflected in their willingness to accept various solutions, and also in 
encouraging children to use problem solving strategies in interactions 
with other children. 

The one Thinking dominant teacher favoured an approach which 
challenged children through problem solving in a structured 
supportive environment. 

Feeling dominant teachers referred to the importance of their 
interactions with students as their driving motivation. They 
suggested that this manifested itself more in personal interactions, 
and a conscious awareness of how they grouped students, than in 
instructional activities. These teachers told of their particular 
sensitivity and responsiveness to the interpersonal dynamics within 
the classroom. 

When the dominant function was identified and discussed, teachers 
outlined further specific ways in which they manifested the dominant 
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function. Again a strong trend emerged. This related to the 
influence of the dominant function in the way teachers structured the 
classroom both physically and psychologically. It also related 
strongly to personal interactions with students, and to teachers' 
expectations of students. 

Thus, the teacher's driving motivation is part of their basic 
psychological make up, and accounts for different approaches to 
similar tasks and their preferred teaching style. Henson & Borthwick 
(1984, p.6) quote Fischer & Fischer (1979) in differentiating between 
methods of instruction and teaching style. "They define teaching 
style as a pervasive way of approaching the learners that might be 
consistent with several methods of teaching." 

Two teachers teaching the same content or even using the same 
methods, for example, discussion groups, may still differ 
significantly in their teaching styles. A number of teachers took their 
class on the same excursion to a planetarium. Two teachers both 
used a taped radio broadcast about the night sky after the excursion. 
The ENFP teacher used the audio tape in class time to generate 
discussion and to motivate students to view the night sky themselves. 
The ISFJ teacher used the tape more for listening and personal 
reflection. 

These personality related approaches are also reflected in teachers' 
approaches to the same subject. A number of teachers of differing 
styles indicated Mathematics as a preferred teaching area, in 
response to a question on the Demographic Questionnaire. 

While Thinking teachers are usually more readily drawn to technical 
subjects such as Mathematics and Science than Feeling teachers 
(Bargar & Hoover, 1984), two Feeling teachers nominated 
Mathematics as a preferred teaching area. Therefore, it was 
interesting to note that the attraction for the four teachers who 
nominated Mathematics as a preferred teaching area lay in the 
approach rather than the content alone. Each teacher had a different 
focus. 
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The appeal for the SF teacher lay in the structured content and 
methodology while the ST teacher cited the factual and precise 
nature of Mathematics. Another ST teacher said that it was fun 
planning Mathematics activities for a Lower Primary class. These 
activities were reasonably structured. An NF teacher said she 
enjoyed finding new ways to teach the conventions of Mathematics. 

These varied approaches are consistent with the teachers' respective 
personality types. Henson & Borthwick (1984) explain that teachers 
may differ in being task oriented, co-operative planners, child 
centred, subject centred, learning centred or being emotionally 
exciting. 

Teachers indicated in the interview process, that their dominant 
function was somewhat less significant to the actual planning process 
and the inclusion of specific instructional strategies, than to the 
overall approach and actual teaching style. This was attributed to 
the numerous additional factors which influence teaching styles, and 
which are further discussed in Associated research question 4. 

An exception to the findings, regarding the lack of evidence of the 
dominant function in teachers' formal planning, was that of the 
Sensing teachers. Their formal planning and interview feedback 
reflected a strong Sensing influence, quite apart from other possible 
influences on planning. 

Summary of findings for Associated research question 3 

Are teachers' teaching styles reflected in their planning of 
instructional strategies? 

The distribution of instructional strategies across preferences as 
reflected in the coding of planning, was of interest primarily in that 
the data indicated that of all the functions, the perception functions 
of Sensing and Intuition were most apparent in teachers' formal 
planning. 
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Of these, Sensing was most clearly evident for both Sensing and 
Intuitive teachers working outside conditions of their own choosing. 
This was consistent with the largely Sensing nature of the school 
system. 

Lawrence's (1982a) patterns of motivations for learning were also 
reflected in teachers' planning and in its implementation. However, 
on the whole, teachers' teaching styles were not clearly reflected in 
planning, indicating the need to look more broadly for influences on 
planning and teaching styles. 

It appeared that despite the constraints within which teachers 
operated and the use of style flex, the dominant function was 
still a powerful motivator in teachers' styles. With the possible 
exception of the Sensing teachers, the dominant function was 
reflected more in overall approach, than specifically with regards to 
the planning of instructional strategies. Thus, it appears that the 
dominant function is significant in considering the needs, not only of 
children, but also of teachers. 

Associated research question 4 

Are there other identifiable factors which influence teachers' 
teaching styles? 

Process 

This question was explored mainly through the interview process in 
discussion with each participant, within the context of their planning 
and teaching. There was also some useful informal discussion and 
support on both an incidental and planned basis throughout the 
research process. 

Some of these opportunities for participant-researcher interaction 
were researcher initiated in response to stated needs, and some were 
participant initiated. Information from the personality measures, 
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questionnaire and inventory instruments used throughout the research 
provided additional information. 

Identified teaching styles from the Hanson, Silver & Strong Inventory 
were discussed in reference to the inventory, and verified with 
participants. The fact that the reported teaching styles did not 
directly match the personality type or the learning style for many 
participants, resulted in further investigation of other possible factors 
which may have influenced this outcome. A number of influences on 
teachers' teaching styles and planning, subsequently emerged during 
the interview and support process. 

Analysis 

The main influences identified by teachers are addressed at some 
length here, to show the wide range of factors at work in the complex 
setting of a classroom, and the interactions and considerations 
inherent in effective planning, teaching and classroom management. 

Although closely interrelated, these influences can be broadly 
categorised under the ten main teaching areas around which Hanson, 
Silver & Strong (1984) have designed their teaching style inventory, 
namely planning, classroom atmosphere, teaching techniques, 
qualities valued in students, teacher-student interactions, classroom 
management, student behaviours, teacher behaviours, evaluation and 
goals. 

Planning, teaching techniques, evaluation and goals can be viewed as 
interwoven elements of an ongoing cyclical process related to the 
program and the learner, rather than as discrete elements of a linear 
process. Therefore, influences relating to these areas have been 
considered together. All the influences in the other categories also 
impinge on planning either directly or indirectly. 

Influences cited by teachers in relation to planning, teaching 
techniques, evaluation and goals included guidelines prescribed at a 
systems or school administration level. These encompassed a wide 
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range of demands on teachers such as the implementation of new 
syllabi, adherence to curriculum expectations, as well as 
requirements to plan in accordance with prescribed planning formats. 

At the Upper Primary level, a less explicit, but nevertheless, strong 
influence on teachers' styles, was the pressure of preparing students 
for Secondary School, in the light of perceived or stated Secondary 
School expectations. 

A further influence on teaching style as reflected in planning and 
teaching techniques was the nature of the subject or skills to be 
taught, for example, whether it was hands-on or theoretical, and 
whether this particular focus appealed to teachers' personality styles. 
In information supplied in the Demographic Questionnaire, teachers 
also indicated the presence of links between preferred and non-
preferred subjects, and teachers' own level of interest, expertise and 
comfort with the subject, either from natural preference or learned 
skills. 

In addition, teachers set their own personal and program goals in 
accordance with the availability of human and material resources and 
program and student needs. The involvement of other personnel in 
co-operative planning and teaching, was dependent on the classroom 
teachers' level of comfort in working with colleagues, as well as on 
role perceptions, and the specific focus of the intended work. 

While available time was a major concern to all teachers in planning 
realistically and effectively, this concern was even more paramount 
in the case of teachers with combined roles, as well as for part-time 
and specialist teachers. These teachers had very limited, and less 
flexible time with students. 

This concern was seen as being closely linked with implications for 
classroom management. Other concerns expressed by part-time 
teachers, and more especially by specialist teachers, related to 
working with classes who had become used to and dependent on their 
own teacher's style, and to operating within the limitations of another 
teacher's goals and programs. 



Influences on teaching style relating to classroom atmosphere 
included teachers' level of experience and comfort with the year 
level, their confidence and willingness to try new approaches or 
strategies, and their level of energy, enthusiasm or stress. The 
physical classroom environment and the personal interactions 
inherent in the psycl1ological environment established, were also 
important with regards to classroom atmosphere. 

With regards to qualities valued in students, teachers cited 
characteristics of particular students and types of students with 
whom they had a strong rapport. Teachers' observations in this 
regard, indicated that they tended to be drawn at a personal level, to 
students with personality preferences consistent with their own, 
although not necessarily a direct match on all four preferences. 
Thus, teacher match and mismatch, and interpersonal dynamics were 
cited as strong influences on teaching style. 

In ranking the Hanson, Silver & Strong Teaching Style Inventory 
behaviours relating to qualities teachers most looked for in students 
from a teaching perspective, the majority of participants nominated 
"patience and tolerance with others, willingness to share feelings and 
work with others." as their first choice. This outcome cannot be 
directly attributed to a particular personality type, but is perhaps 
indicative of the practicalities and logistics of classroom management 
in working with diverse groups of students. 

Teachers indicated that the quality and effectiveness of teacher-
student interactions were influenced by a teacher's match or 
mismatch with individuals or a class group. Other influences were 
the accuracy of a teacher's perceptions of the students and their 
needs, and how these could best be addressed. 

Two particular cases cited involved children with Attention Deficit 
Disorder. In the absence of readily available professional advice, 
teachers relied on natural instincts and strengths consistent with their 
personality styles. The Thinking teachers were able to analyse needs 
logically and remain objective while negative behaviour was 
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displayed. The Feeling teachers were able to offer empathy to the 
child, and were responsive to the child's needs. 

Issues relating to classroom management were a major influence on 
teaching style. These issues included the potential for flexibility (or 
otherwise) of desk and activity area configurations, usually 
determined by the size of the room and the number of students. 

Teachers also cited the arrival of new students through the year, 
catching up after interruptions to the school day and helping absent 
students to catch up on their return to school, as influences on how 
they structured the school day and how they approached program 
implementation. 

A particularly significant factor in classroom management and 
teaching style, was the prevalence of composite classes, for example, 
one teacher with a combined Year 1 and 2 class. Also important, 
were the pressures of coping with a split timetable, such as a mixture 
of Primary and Secondary teaching responsibilities, or a combined 
teaching-administration load. 

The complex and fluid nature of student behaviours and classroom 
dynamics reflected in interpersonal interactions such as friendships, 
were important considerations for teachers with regard to teaching 
approach. Such factors as students' abilities, interests, ages and 
developmental levels were important determinants of attitudes and 
responsiveness. Teachers related specific instances, where for 
example, a group of Year Seven students in a particular year differed 
markedly from a group of Year Seven students in the previous year. 

A number of teachers mentioned particular students with whom they 
clashed. Teachers' perceptions, when viewed in conjunction with a 
knowledge of type concepts and a student characteristics 
observation checklist, highlighted the possibility of teacher-student 
mismatch, particularly with regards to the dominant function. 
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Teachers expressed concern at the lack of ready availability of, and 
access to, support personnel such as consultants, counsellors and 
guidance officers to assist with strategies for catering to special 
needs students. These students include those with physical 
disabilities or with severe psychological or behaviour problems. 

Influences regarding teacher behaviours related to teachers' attitudes 
and approaches. A number of teachers explicitly stated a 
commitment to considering the students as well as content, although 
this same commitment to students was implicit in all teachers' overall 
comments throughout the interview process. 

Some teachers mentioned learning and using new, less preferred 
skills and approaches, as a result of recognising their value, through 
working co-operatively with colleagues. Teachers outlined examples 
of style flex in adapting to situations such as composite classes or a 
non-preferred year level, out of necessity as opposed to natural 
preference. 

The importance of considering the teacher as a person as well as a 
professional, was clearly evident, and is a major influence on 
motivation and teaching. Teachers indicated personal concerns 
outside the classroom or work situation, as strong influences on their 
teaching. 

Within the school setting, apart from interpersonal concerns, there 
were frustrations such as time constraints and lack of funding to 
develop and implement new programs or initiatives which addressed 
identified needs. 

Teachers did not expect that all these needs or concerns would, 
or indeed should be addressed by the administration. However, it 
was widely suggested that the level of awareness and explicit support 
of teachers' concerns by members of the administration, and to a 
lesser extent the level of parental support and interest, were 
important influences on teachers' motivation and teaching. 
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Fullan & Hargreaves (1991, p.31) suggest that "acknowledging the 
teacher's purpose and understanding and valuing the teacher as a 
person ... is one of the keys to unlocking motivation..." It would be 
reasonable to infer that a collaborative, supportive environment has a 
positive effect on teachers' attitudes, and therefore on their teaching 
style. 

While, it is beyond the scope of this study to quantify this wide range 
of stated influences, the broad spectrum of variables, encompassing 
diverse aspects of the teaching-learning process appear to go beyond 
natural preferences alone. It could also be hypothesised that the 
manner in which teachers deal with these wide ranging variables 
would still be a function of their preferences. 

Teachers consistently stated that their overall teaching approaches 
differed from year to year and class to class. To substantiate and 
illustrate this, they cited specific examples of past experience with 
particular classes or students. If this evidence is accepted and 
considered in conjunction with the influences outlined, it is also 
possible that this may account for the fact that some teachers 
recorded blended teaching styles while others did not. 

On this basis, a further hypothesis could be advanced - that teachers' 
actual teaching styles, including blended teaching styles, may vary 
throughout their careers, dependent on these influences. Such a 
hypothesis would need to be confirmed and validated through further 
studies. While it is beyond the scope of this research, these 
observations seem to imply the importance of style flex. 

Turner (1979), in Henson & Borthwick (1984, p.6) recommends 

that teachers must have a variance of styles rather 
than be adept in a particular style. Preferably, a 
teacher should be skilled in several styles in order 
to match individual student differences in learning 
styles. 



Summary of findings for Associated research question 4 

Are there other identifiable factors which influence teachers' 
teaching styles? 

It is clear from this data that there are many influences on teaching 
other than personality type and natural preferences. Any one, or a 
combination of these influences may have a marked effect on the way 
a teacher teaches, and subsequently on the difference between a 
teacher's preferred teaching style and the actual teaching style. 

These influences seem to cut across as well as go beyond, the three 
interrelated dimensions of teacher decision making in the Hanson, 
Silver & Strong (1984) model. These dimensions are planning, 
implementation and evaluation. For each of the three dimensions, 
decisions need to be made with regards to classroom setting, lesson 
content, mental operations, teaching process and evaluation. 

Summary of findings for Associated research questions 

In summary, it was found that on measures of personality 
preferences, teachers' learning styles related directly to their Myers-
Briggs personality types. Teacher's preferred teaching style, as 
consistent with personality type and learning style, was not always 
the same as the actual teaching style. In the cases of blended 
teaching styles, the preferred teaching style was still encompassed as 
an element of the actual teaching style. 

Thus, the evidence suggested that natural preferences were still able 
to be accommodated as demonstrated through the manifestation of 
the dominant function. This was less evident in formal planning of 
instructional strategies. This may be attributed to the nature of 
planning as just one aspect of an integrated and complex teaching-
learning process. Teachers need to consider not only the who but 
the what - specifically, the subject matter and the knowledge, skills 
or values involved. 
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Hyman & Rosoff (1984, P.38) argue that. 

When the teacher considers subject matter, he/she does 
so in light of the particular students involved. Similarly, 
when the teacher considers the characteristics of and 
potential actions by the student, he/she does so in light 
of an understanding of what subject matter is involved. 
There is always a connection between teacher, student, 
and subject matter. 

Central research iuestion 

Are teachers' learning styles reflected in their planning of 
instructional strategies? 

This question was designed as a broad focus for the four Associated 
research questions. The implication suggested by drawing together 
the findings from the Associated research questions, was that 
teachers' personality types were reflected in their learning styles. 
However, the extent to which either or both of these, were 
specifically reflected in the teachers' planning of instructional 
strategies made available for the research, was not evident. 

Meisgeier & Murphy (1987, p.14) suggest that teachers tend to teach 
"in ways consistent with their psychological type." There is evidence 
of this reflected in the research, in terms of the utilisation of natural 
preferences, particularly the dominant function. This was evident 
despite the need for many teachers to style flex and sometimes teach 
outside a preferred teaching style. 

However, while elements of personality type consistent with learning 
style were manifested in the teaching process, they were 
not readily evident in the planning provided and coded by teachers. 

This indicates that when considering teaching style and the teaching-
learning dynamic, planning cannot be validly considered as a 
separate entity from its interrelationship with implementation, 
evaluation and other inherent influences. 
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As these influences interrelate in a particular environment and within 
a particular time frame, Hyman & Rosoffs (1984, p.39) views offer a 
useful summary in answer to the Central research question. 

With this broader perspective on teaching, it is improper 
to focus on learning style as the sole or even main 
element which influences the teacher's actions. With 
such a perspective, the teacher must always keep in mind 
the nature of the subject matter under study and also his/ 
her own interests, knowledge, skill, and personality because 
all of these are involved. 



CHAPTER 5 

SUMMARY AND CONCLUSIONS 

Summary of methodology and procedures 

This qualitative research was conducted in two main stages. It 
proposed to provide an answer to the Central research question 
of whether teachers' learning styles were reflected in their planning 
of instructional strategies. This question was the overall focus for 
the four Associated research questions. 

The associated questions explored issues relating to links between 
teachers' MBTI personality types, learning and teaching styles. In 
addition, these questions looked at other factors which may influence 
teachers' teaching styles. This information was viewed against the 
background of the literature relevant to the investigation of the 
research questions. 

Data were gathered and interpreted through a process of descriptive 
and action research, involving questionnaires, inventories, 
workshops, coding of teachers' planning and interviews. The Myers-
Briggs Type Indicator and its associated typology linked all aspects 
of the research. It provided the focus through which type related 
aspects of learning and teaching styles were viewed, and through 
which these aspects were linked. 

Conclusions 

In drawing together the threads from the findings of the Associated 
research questions, to address the Central research question, it could 
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be reasonably stated that there was insufficient evidence to indicate a 
significant reflection of teachers' learning styles in their planned 
instructional strategies. 

The investigation confirmed that teachers' MBTI personality types 
were reflected in their learning styles. It indicated that while 
preferred teaching styles, may be consistent with personality type, 
for many teachers, actual teaching style is often a broader blend of a 
preferred teaching style consistent with personality type, in 
combination with learned skills, and a wide range of influences, often 
specific to a particular situation. 

This finding is consistent with Fullan's & Hargreaves' (1991) 
argument for the importance of moving away from the narrow view of 
the teacher as a person who imparts technical skills, to a broadened 
view encompassing the concept of the teacher as a "total teacher". 

Aspects inherent in this concept include the teacher's purpose and the 
teacher as a person, as well as the particular context and school 
culture in which the teacher works. Fullan & Hargreaves (1991, 
p.30) observe that "teaching behaviours are not just technical skills 
to be mastered but behaviours that are grounded in the kinds of 
people teachers are." 

A tendency towards this broader perspective of teaching and actual 
teaching style shown in the study, is also reflected in the wording of 
the instructions for the Hanson, Silver & Strong Teaching Style 
Inventory. Teachers were asked to rank behaviour descriptors based 
on "your conscious preferences and pertinent to the way you teach..." 

The explicit inclusion of pertinence goes beyond natural preference 
in teaching. The instructions also specifically alerted teachers to the 
concept of variance in different situations despite the natural 
preference. 

These factors may account for a less clear delineation between 
preferences, than was evident from the other instruments, which were 
explicit about indicating natural preferences. In an interview with 
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Scott (1992) Dwyer says that she has found that a respondent may 
interpret preference as it relates to learned behaviour, rather than in 
terms of natural preferences. 

This broader perspective of teaching style was certainly evident in 
the wide range of influences on teaching cited by respondents. These 
influences could be loosely categorised under planning, classroom 
atmosphere, teaching techniques, qualities valued in students, 
teacher-student interactions, classroom management, student 
behaviours, teacher behaviours, evaluation and goals - the main areas 
addressed in the Hanson, Silver & Strong Inventory, as indicators of 
teaching style. 

Most significant among the stated influences on teaching style was 
the teacher!s  personal and professional response to the specific needs 
of the particular child, curriculum content or moment. This emphasis 
on proactive response emerged consistently. 

Thus, the evidence indicated that teachers modified their preferred 
teaching style to meet identified classroom needs, and taught outside 
their preferred style at least part of the time. It was equally evident 
from the data that within this context, teachers still incorporated 
their dominant function in their teaching. However, this was 
somewhat less evident in their planned instructional strategies, at 
least at the initial written stage of planning provided for research 
purposes. 

Evidence pointing to the power of the dominant function in teachers 
was perhaps the most significant outcome of the research. Data 
gathered mainly through the interview process, and corroborated by 
the instrumentation, indicated the pervasive influence of the teacher's 
dominant function in personal interactions with students, in 
approaches to problem solving and in teachers' expectations. 

The importance of the dominant function in type development and its 
manifestation in students is well documented in the work of 
Meisgeier & Murphy (1987, 1989), Myers (1980, 1985), Lawrence 
(1982a,b) and Golay (1982). Lawrence (1982a) advocates that in 
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understanding psychological type, the single most important 
understanding for a teacher, is that of the power of the dominant 
function. This study appears to indicate that this understanding is 
applicable not only to students, but is equally important to teachers' 
understanding of their own teaching styles. 

Consistency and limitations of the research 

While the research design included steps to ensure as much 
consistency as possible, the open ended and non-prescriptive nature 
of Myers-Briggs type identifications and profiles, together with the 
self select nature of the sample, precluded accounting for all possible 
variables. The results therefore, are not able to be generalised. 

This was offset to some extent by strengthening the research design 
through the inclusion of a number of cohesive elements. These 
included participant verification of identified type, a common 
theoretical basis with the one trainer and researcher, and consistency 
through participants' provision of planning in specific subject areas. 

As the researcher had not been involved in planning the units, it was 
also important to the validity of the research that the teacher be 
responsible for the actual coding, although support from the 
researcher was available if required. Additional support through 
follow-up interviews, to verify and clarify the researcher's 
interpretations of teachers' coded plans, ensured further validity and 
consistency. 

The rationale for the research sequence placement of the 
Understanding Myself As A Learner Inventory and the Hanson, 
Silver & Strong Teaching Style Inventory in the second workshop 
was to facilitate and support the open ended nature of the data 
gathering, refining and analysis process. This approach proved 
extremely valuable, in terms of supporting participants professionally 
and personally, while at the same time meeting the needs of the 
research investigation. 
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The administration of these instruments after participants explored 
basic Myers-Briggs theory, did not appear to influence the validity of 
their answers and subsequent reported learning and teaching styles. 
These indicators were verified by participants through an ongoing 
open ended qualitative research process of reflection in conjunction 
with formal and informal interaction with colleagues and the 
researcher. 

Given this background, it is quite conceivable that the findings of the 
research investigation may well have been consistent with the 
resultant final outcomes. However, whether or not this would be a 
valid assumption is unknown. 

Similarly, the possibility of the validity of these instruments being 
influenced by participants' prior knowledge, remains an undetermined 
variable. It is probable that the overall research design may have 
been strengthened through the control of this variable through the 
administration of the two instruments prior to participants being 
introduced to the Myers-Briggs dimensions. 

As for most small scale action research studies, the size of the 
sample did not allow for the generalisation of results to other 
settings. This was particularly so, as participants at both schools 
were self select groups of limited accessible populations available. 

Support given to those Stage 1 participants who were not involved in 
Stage 2, but who expressed interest in applying type concepts to their 
planning or other classroom or educational applications, was outside 
the research focus and was not part of the research data. 

Possible areas for further research 

One possible area for further research would be an extension of this 
study in looking not only at teachers' planned instructional strategies, 
but at the influence of the dominant function in planning, as an 
ongoing element of teaching. This focus would incorporate 



141 

initial planning, incidental planning and changes to planning in 
response to perceived needs in the research design. These processes 
are intrinsic to implementation and evaluation, as starting points for 
the identification of further needs and planning. 

This broadened concept of considering planning and teaching as a 
cyclical process, as opposed to a step by step approach, would be a 
reflection of the broader integrated perspective of teaching and 
planning which emerged from the research. 

During the course of this study, a number of issues which were 
peripheral to the central elements of the actual research surfaced 
through discussion with participants, as well as through incidental 
observations during the data analysis stage. Further exploration of 
these may prove useful in providing additional insights into type 
applications in the classroom, particularly in Australian settings 
where there is a dearth of published data. These areas include - 

- Are there observable or measurable changes in the self 
esteem of (Upper Primary or Secondary) students who 
are taught to apply type concepts to specific areas, for 
example, peer interactions or study? 

- Are there links between behavioural problems and extreme 
mismatches between a teacher's and a student's dominant 
function? 

- Are there links between stress in children and the lack of 
classroom opportunities and activities, to develop the 
dominant function? 

A brief overview of the available literature suggests that the 
answers to the proposed research questions would be in the 
affirmative. However, the specific perspectives and applications 
which would need to be addressed in exploring these issues, would 
require elaboration, validation and confirmation. 
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Studies in these areas would provide classroom practitioners, 
school administrators and curriculum designers with valuable insights 
and practical applications for classroom interactions, program design 
and implementation. 

Murphy (1992, p.16) makes a salient point in reminding us that 
"adult learners seem able to tolerate some intolerable learning 
situations to achieve a goal." To children, long term, and perhaps 
even short term goals may seem abstract, particularly if set by 
someone else, who in the classroom setting, is usually the teacher. 

If the learning environment seems intolerable to the student, then the 
goal will seem even less meaningful. This will be especially true if 
the child is continually being asked to work in situations which do 
not provide opportunities for developing the dominant function, or 
which suppress, rather than foster motivation and natural strengths. 

On the other hand, if the child is provided with a range of 
opportunities which allow for experimentation with and development 
of skills in all the preferences, including the less preferred 
preferences, then heightened motivation and a built in level of 
success will make learning more meaningful. 

The challenge for curriculum planners and teachers is to 
ensure that the content of the curriculum is taught so as 
to take optimum advantage of the child's natural abilities, 
interests, and enthusiasm for learning. 
(Bredekamp, 1987, p.62) 

Sum m a ry 

Adults are able to exercise choices in course selection. They 
have the opportunity to choose courses and learning strategies which 
match their preferences. As Murphy (1992, p.16) points out, 
"Children do not have that privilege. This makes it more critical that 
there be a balance of learning style presentations to children." 
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This insight reflects the position of the teacher as the most powerful 
person in the classroom, in that the teacher creates both the 
educational and the psychological environment. In the light of this 
power, child psychologist, Hairn Ginott quoted by Butler (1993, 
p.54) cautions teachers "to appreciate our impact on children's lives." 

With the teacher's position of power comes a responsibility to the 
child, to foster that child's development not only as a learner, but as 
a person. An understanding of learning and teaching styles, coupled 
with an insight into personality type is one pathway to ensuring that a 
teacher's impact on a child's life makes a positive contribution to 
development. A knowledge and affirmation of the power of the 
dominant function is a critical part of that understanding. 

Myers-Briggs Typology is one step on that pathway. Dewey, 
Gregorc and Isabel Myers recommend that educators take the 
phenomenological view and cultivate the ability to put themselves 
into the learners' shoes. Castle (1989) shares her vision for 
appreciating the constructive use of individual differences in saying 
that 

Although we cannot see with a child's eyes, we can 
learn to become more adept at taking the child's 
perspective. Through sensitive teaching, we gain a 
greater understanding of the child's world. Understanding 
the meaning a child attributes to a learning situation 
helps us plan a more child-centred aproach. Through 
children's eyes we discover new perspectives, possibilities 
and hope. 
(p.212) 

To support just such a vision of new perspectives, possibilities and 
hope, the Queensland Education Department has put forward five 
major principles of effective learning and teaching. These are 
closely interrelated and are "designed to guide the development and 
implementation of quality learning programs..." (1993, p.1) 



- characteristics of learners and groups of learners 
- the dynamic processes involved in learning 
- the characteristics of the learning environment that enhance learning 

and teaching 
- the roles relating to learning and teaching 
- the social and cultural contexts in which the learning and teaching 

process takes place 

While it is clear that quality education involves a multiplicity of 
factors other than learning and teaching styles and program planning, 
these major and crucial elements are integral to any vision for 
effective teaching and learning. The five guiding principles underpin 
these elements, and perhaps best sum up the complex and diverse 
nature of teaching and learning. 

Educators who share this vision may find that Myers-Briggs type 
theory offers professionals another valuable tool in honouring the 
diversity and strengths of both teachers and students, particularly 
through attending to the dominant function. 
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APPENDIX 1: UNDERSTANDING MYSELF AS A LEARNER INVENTORY 

I UNDERSTANDING MYSELF AS A LEARJER 

I tend to: 

---• be energised by the external world of action 
-- • be stimulated by and responsive to action 

and people around me - enjoy large groups 
----s show thoughts and feelings openly 
-. act then reflect 

need people around me 
be comfortable in small or large groups 
be friendly, talkative, enthusiastic 

-. learn by doing - trial and error 
-. understand by discussing - think aloud 
--s have difficulty ignoring distractions  

---• be energised by inner world of ideas & reflection 
---s look inward for stimulation. -.most.comfortable 

in one to one interaction or with close friends 
--s keep thoughts and feelings to self 
-• reflect then act 

need privacy and some time alone 
-. prefer independent/pairs/small group work 

be quiet and reserved at first 
learn by understanding before doing 

---. observeireflect on an idea before discussing it 
be able to ignore external distractions 

-. recaildetailswell-trust&relyon the 5senses 
-. start at the beginning - a step by step approach 
-• prefer clear and precise guidelines 
-. look at specific parts and pieces of the whole 
-. focus on facts, concrete reality and the. present 
----s trust and prefer customary ways of doing 

things 
-. like things to be definite and measurable 
—s work steadily with a realistic idea of time 

be practical and wants the facts when 
discussing an issue - mistrust vague ideas 

-. find practical solutions 
-. learn best with concrete examples, step by. step 

hands on approach and practical application  

- get the gist but pass over or miss details / .facts 
--s jump in anywhere and may leap over steps 
- s need opportunities to be creative and original 

look at the big picture - patterns & relationships 
- focus on concepts, possibilities and the future 
---s look for new ways - dislike routine, need 

variety 
-. work off hunches and flashes of insight 
- work in bursts of enthusiasm 
-• be idealistic - happy to discuss and work 

with abstract concepts and theory 
-. find innovative solutions 
-. learn best from understanding concepts and the 

big picture - need some autonomy in tasks 

seek and value consistency and competency 
--s analyse flaws in ideas, plans, things and people 
- s need to know why things are done 
-. enjoy arguments 
-. make decisions based on logic 

s be concerned with fairness - truth and justice 
- s look at things objectively - logical, analytical 

be task and achievement oriented 
-. value individual achievement over group 

co-operation - can be devastated by failure 
-- s need fairness & recognition of achievement 
-. want clarity of presentation 

seek and value loyalty and empathy 
--s appreciate - good at understanding people 
- s need to know how things will affect people 
-. avoid confrontation and conflict 

make decisions based on values 
be concerned with relationships & harmony 

- s look at things from a personal perspective 
- s be people and process oriented 
- s enjoy pleasing people - can be devastated 

by criticism, sarcasm or ridicule 
need praise, approval and personal support 

- 5 want a personal presentation 

-• work best when I can plan work and 
follow the plan 

--s like expectations and guidelines for tasks 
and assignments to be clear and definite 
like to have things decided and finished 

- s like to finish one project before starting 
another 

- s live by schedules - dislike unplanned change 
take on what Ithink Ican get done 

- need structure, routines and predictability 
be orderly, organised and systematic 
complete tasks on time 

-' work best when I am free to adapt and be 
flexible 

.s like tasks and assignments to have a degree. 
of open endedness - like exploring ideas 

-. be curious - seek and gather new information 
- s like to work on many projects at once 

- a1apt well to change - like to be spontaneous 
sometimes take on too many projects 

- need variety 
- be open and adaptable 

have difficulty completing tasks on time 
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o learn best with omete examples, step by step 

hands on appeusth and practical çlicaficu 

mlflklfll  Students tend to: 

o aeok and value ccoziilesxiy and ceenpetrucy 
o analyse flawa in ideas, plans, things and people 
O need toknowwhy things areclooe 

ID M40Y arguments 
0 meke decisions based on login 
o be oczxiesned with fairnes. - truth and justice 
0 look at things objectively -logical, analytical 
o be task and adsievesiwnl oriented 
o value individual achievesneni over  group 

co-operation -can be devastated by failure 
o need fairness & mcgnitirn of achie'.uneni 
0 want clarity of presentation 

ZIG — ZAG MODEL 

Senaing )iNtuition 
FACTS POSBLt11tO neTAns crilress 

Ihinking )Feeling 

toniC F1OOD]S 
CAU/PThC1 VMAES 

intuitive Students tend to: 

U get the gist but pui over or miss details / facts 
o jinnp in anywhere and may leap over steps 
O need opportunities to be onstive and original 
o look at the big picture - patterns & relationships 
O focus on crincepti, possibilities and the future 
0 look for new ways - dislike n*dine, need variety 
O work off hunches and fLashes of insight 
O work in bursts of enthuaiiurrn 
U beide&lizfic.haytothscusJ and  work 

with abatract cep(s and Uory 
O find innovative solutions 
o learn best from inxiastaxxiing c'cax'epts and the  

big picture - need some autLxxilny in tailor 

Fe'ellnz Students tend to: 

o peek and value loyalty and empathy 
C) appreciate - good at understanding people 
O need to know how things will affect people 
O avoid ctxifrontation and conflict 
U inakedecixkaribs,edccvaiuea 
U be concerned with relationships & harmony 
o kick at things titan a personal perspective 
O be people and pinceascsiesited 
0 enjoy pleasing people - can he devastated 

by criticism,  sarcasm or ndicule 
o need praise, approval and peiscrial support 
o want a personal presentation 

I 1iVITISj 

Acti;'Uies for hihzith'e Srjjdenlr 
, indude: 

• opco nided  Wks 
• oppomohlca for chokes 

• actrvity  
•brammorming  
• roleplae 
•hidependent west 

contraccg 

• opportunilics 10 use imaginatioc 
• use *sei&meiaphors to convey kicaa 
• look at the wbDk jxoblein before trysig I 

sort out the details 
• gamea and nmutationz 

• invs1ingsscticalkteas 
• innovative solutions 

Aclivities for Feeling Students 
mA7 include: 

• hsruxxow group west 
• esting witha fricad 

• intavicwi • - mmetnd wort with another clan 
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For research purposes it is important 
that I am able to describe the group 
and the context of the study in general 
terms. 
P/cage note: Any information you 
choose to provide is both voluntary 
and confidential. 

 

S 

Many thankrfor aririance. 
Yvonne Russell 

QUESTIONNAIRE 

Circle your current role(s) 

- Administrator Classroom Teacher Specialist Teacher 

Circle the year level(s) you are currently teaching 

- P 1 2 3 4 5 6 7 .8 9 10 11 12 

Circle other year levels you have taught du ring your career 

- P 1 2 3 4 5 6 7 8 9 10 11 12 

Circle the number of years you have been teaching 

- 3 years or less 4-10 years 11-30 years 31 or more years 

Circle your age 

- 20 oryounger 21-35 36-50 51 -65 

QUESTIONS 6-10 ARE ON TIlE REVERSE OF THIS 511EE7 

Page 1 
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APPENDIX 3: 
DENRAPHIC GUESTICtNAIPE Page 2/2 

List the subject areas you are currently teaching 

List any subject areas you have taught previously, but are not currently teaching 

List the subject area(s) you mpst prefer to teach  

- What appeals to you about teaching this/these subject area(s)?  

List the subject area(s) you leastprefer to teach________________________ 

- What does not appeal to you about teaching this/these subject area(s)?  

What are your  particu Jar hobbies or interests outside school?  

Page 2 
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INTERVIEW SCHEDULE 

A FRAMEWORK INCORPORATING KEY ELEMENTS FOR DISCUSSION 

PART A - OPEN ENDED DISCUSSION 

* Review coded planning with each participant 
- transfer activities with the participant to a Data Collection Sheet 
- Focus question: How do you see your personality reflected in your 

teaching? 
- explore links with the participant's personality type and learning 

style (e.g. INTJ as well as separate preferences for I, N, T, J) 
- discuss any other factors which the participant identifies as 

influencing teaching style 

* Review Hanson, Silver & Strong Teaching Style Inventory in relation 
to 
- the participant's teaching style (reported, verified) 
- the participant's inventory responses relating to planning 
- compare the participant's teaching style with personality type 

PART B - STRUCTURED QUESTIONS AND DISCUSSION 

* Understanding Myself As A Learner Reflection Questions (used in 
conjunction with the Understanding Myself As A Learner Inventory) 

Do the circled sections reflect learner characteristics and learning 
situations that are usually highly important to you? 

Would you probably learn and work less effectively under the sets 
of learning situations not circled? 

Would you probably learn and work less comfortably under the 
sets of learning situations not circled? 

[NORThERNTERRTTORY UNIVERStTY LLBRARYJ 



#7Jc26 7 
,qg3 /4 .)/i4_ 

H:RTHEPH TERITOPY LIHII.IEPSITY 

ll~~ I ll ~~ III ff1 li ll ~ ll  II II II 
C000365125 8 


