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ABSTRACT
This application article describes teaching methods 
and student outcomes for a graduate cohort using web-
based online learning exclusively. The cohort, partici-
pating in an educational leadership degree program at a
Midwestern university, consisted of 13 students who
previously self-administered the Myers-Briggs Type
Indicator® (MBTI®) Form M Self-Scorable instrument.
Lesson presentation, participation, and debriefing
techniques are described as well as student learning
results with the online approach.

Notes: For the Myers-Briggs Type Indicator® (MBTI®) instrument, the eight preference categories
are the following: Extraversion (E) versus Introversion (I), Sensing (S) versus Intuition (N), Thinking
(T) versus Feeling (F), Judging (J) versus Perceiving (P). 

INTRODUCTION
The field of leadership has evolved over the past 30
years in both the public and private sectors (Daggett &
McNulty, 2005; Kedro, 2004; Van Wart, 2003). As a
result, the educational leader in the public sector faces
complexities that require sophisticated levels of knowl-
edge, values, and performance development (Elmore,
2003; Ferrero, 2005; Sarason, 1997).
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The paradigm shift to conceptualizing leadership
as a learning process, rather than as a set of traits or
characteristics, has been fundamental to leadership
effectiveness in current times (Bass & Avolio, 1993;
Hargreaves & Fink, 2006; Leithwood, 1992). In terms
of leadership development training, this means that
standards for emerging leaders must be multidimen-
sional and holistic in order to be relevant (Friedman,
2001; Grabove, 1997; Mendonca, 2001). When leader-
ship programming is designed around process-based
pedagogy, therefore, it is understood that learning
involves different elements interacting simultaneously
or in sequences (Flumerfelt, 2005). The program
described here uses the Interstate Leaders Licensure
Consortium (ISLLC) standards (Council of Chief State
School Officers, 1996) and its taxonomy of leadership
learning. The ISLLC standards define student achieve-
ment holistically in three areas (knowledge, values, and
performance) through seven thematic topics (vision,
culture, safety/effectiveness, collaboration, ethics, global
contexts, and technology).

The use of distance and online methods in institu-
tions of higher education are popular because of 
student perceptions of accessibility and quality (Alfred
P. Sloan Foundation, 2004; Allen, Joyce, & Seaman,
2005; Tallent-Runnels et al., 2006). Because of wide
acceptance, online teaching methods, student learning,
and student characteristics in higher education have
been studied in order to improve programs and ensure
high-quality learning experiences for students (Chin &
Williams, 2005; Hannay & Newvine, 2006; Mupinga,
Nora, & Yaw, 2006). Overall, the use of interactive
methods, group work, Socratic dialogue, and authentic
instruction and assessment have been found to be 
most effective in online settings (ASHE-Eric Higher
Education Reports, 2002; Chen, 2003; Neblosky, Yee,
Petrushin, & Gershman, 2003).

It appears that online learning will continue to be
a viable higher education learning option. The Alfred P.
Sloan Foundation (2004) reported that 65% of higher
education institutions with graduate programming 
provide distance learning options and that 56% of all
higher education institutions include distance learning
in strategic planning initiatives. In addition, public 4-
year institutions offer over 33% of distance learning
offerings available to adults (National Center for
Education Statistics, 2003).

Based on the emerging constructs of leadership
learning as a holistic process with complex outcomes,

and the growing popularity of online instruction in
higher education, the aim of this application was to
determine if quality learning experiences occurred 
for graduate leadership students when using online
techniques for the administration and interpretation of
the MBTI Self-Scoring Form M instrument. Because the
MBTI Form M instrument had been used successfully
in the traditional program to facilitate the learning out-
comes in the ISLLC standards, the present application
study sought to answer the question, “Can an online
administration and debriefing of Form M produce
holistic student leadership learning outcomes?”

AIM AND SETTING
The participants were 13 online educational leadership
graduate degree students, 6 males and 7 females, 9
practicing and 4 preservice school administrators. The
university selected WebCT® instructional management
software. This 2-year distance learning degree program
identically matches a longstanding traditional program.
Both use the ISLLC standards as measures of student
achievement and require experiences beyond the class-
room, including field-based work, mentorships, action
research projects, and portfolio development.

In the introductory course for the program, 
organizational theory and leadership, students often
participate in a unit on human resource issues. They
complete the MBTI Form M instrument and subse-
quently take part in a debriefing session facilitated by a
certified MBTI faculty member. The author is a Certified
Practitioner (Master Class certified by Qualifying.Org,
Inc.) and have conducted several traditional cohort
administrations and debriefings in the past using 
similar content and activities. This administration and
debriefing was the first one completed in an online
environment for this graduate program.

Two specific ideas impacted the online pedagogy
used in this lesson on psychological type: creating 
an effective learning environment (Grabinger, 1996)
and maintaining content relevance to administrative
practice (Barnett & Ceci, 2002). In terms of creating an
effective learning environment, student-to-student and
student-to-faculty interaction was encouraged, collegial
relationships were valued, and the interaction was 
purposeful and focused (Jin, 2005; Lao & Gonzales,
2005). In terms of creating content relevance, students
were asked to connect lesson content to professional
and personal development. Students reported on how
the lesson content had changed their professional or 
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personal practice, and the complexities of multidimen-
sional learning outcomes were openly discussed
(Richardson & Newby, 2005).

PROCEDURE
Lesson Presentation. The process used for the admin-
istration and debriefing of the MBTI instrument for the
online cohort began with students’ receiving the instru-
ment (MBTI Form M Self-Scorable) by mail, completing
it, making a copy of it for their own records and 
portfolio, and returning the original to the author
during the first week of class. The students’ self-scoring
summaries and Preference Clarity Indices (PCIs) were
subsequently checked for accuracy. During the 4th
week of the class, students reviewed an online lesson on
the MBTI instrument presented in PowerPoint®. As part
of the lesson, students were asked to view slides pre-
senting basic information on type and then to match
characteristics by type. Students then checked their

answers, e-mailed them to me along with any questions,
and then checked them for accuracy on a subsequent
slide. TABLE 1 combines an example of the exercise and
answer key for the Judging and Perceiving dichotomy
alternatives, which the students viewed as two slides in
the online lesson. Answer keys for all eight type alterna-
tives, Extraversion (E) and Introversion (I), Sensing (S)
and Intuition (N), Thinking (T) and Feeling (F), and
Judging (J) and Perceiving (P), were completed.

Participation. After students reviewed the online
lesson and completed the matching exercise, they were
assigned to four of eight different online discussion
groups by type: Extraversion Group or Introversion
Group, Sensing Group or Intuition Group, Thinking
Group or Feeling Group, and Judging Group or
Perceiving Group. They were instructed to participate in
only the discussion board groups to which they were
assigned. In fact, students were locked out of discussion
boards to which they were not assigned at this point.
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Table 1. Combined Example Slides 1 and 2 of Type Dichotomy for Judging/Perceiving and Answer
Key for Online Students.

Sort these sets of characteristics or behaviors by Judging 
or Perceiving by checking the column to the right. J P Answer Key J P

Wait and see x

Decided x

Fixed x

Flexible x

Resolved x

Pending x

Adapt x

Control x

Closure x

Openness x

Scheduled x

Spontaneous x

Tentative x

Definitive x

Structure x

Alternatives x

Planned x

Open-ended x

Process thinking x

Product thinking x

SLIDE 1 SLIDE 2
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Creating “private” discussion boards is an option for the
course designer in WebCT®.

Student types or PCI scores were not listed at this
point, although students did have a copy of their Form
M results. The two type groups were given the same
exercise to complete. The students were instructed to
try to develop a degree of consensus as a group for each
exercise. The discussion board exercises are described
in TABLE 2.

Debriefing. During the debriefing, students were
referred to their Form M results. In the debriefing, stu-
dents were able to contrast their responses with those of
the type alternatives and were also encouraged to read
through all of the discussion boards again, especially
the ones they were not assigned to originally, in order to
confirm the analysis provided and the differences in
type alternatives. The “private” designation on the dis-
cussion boards was removed to accommodate this. In
addition, in the debriefing, students were reminded of
what preferences are and that their type preferences can
evolve over time as personal growth occurs. Also, a
detailed explanation of their PCI scores was provided in
the debriefing, which included the description of
advantages and disadvantages of all PCI categories: Very
Clear, Clear, Moderate, and Slight.

The discussion board dialogue was then analyzed
by looking for commentary, reactions, and descriptions
reflective of type and for contrasting behaviors between
the type alternatives. In order to accomplish this, the
discussion board text was examined three times. For
the first examination, an initial reading of the group

dialogue provided a sense of the pedagogical issues of
the online instruction, including assessing the depth
and breadth of the interaction, student participation
levels, and lesson relevance. This examination revealed
a variety of interaction, a high degree of student partic-
ipation, and several comments about the relevance of
the lesson to the course topics.

For the second examination, writings and interac-
tions reflective of type were highlighted and sorted.
Several examples were found and are presented below.
This analysis was written up as a debriefing on a discus-
sion board for the students to read through and discuss.

For the third examination, writings and interac-
tions inconsistent with the group’s type dichotomy were
noted. This examination revealed some misconceptions
about type preferences by describing how they planned
to “balance” themselves with changed thinking and
behaviors in order to move to a Slight PCI score. The
students misunderstood the meaning of the PCI scores,
as they identified a Slight PCI score as desirable for
increasing their leadership effectiveness. In the debrief-
ing, a more thorough explanation of preference and PCI
scores was provided. This helped the students under-
stand that leadership effectiveness can be experienced
with a variety of PCI scores, ranging from Very Clear to
Slight.

RESULTS
The examination of the discussion board provided
some interesting insights into type preference behavior
and provided similar interactions to those I had experi-

Table 2. Private Discussion Board Exercises by Type.

Type Dichotomy Discussion Board Exercise Purpose of Exercise: To Answer

Extraversion or Introversion How would you spend a long day off? Where do you prefer to focus your attention?
Energy?

Sensing or Intuition Describe an apple? How do you prefer to take in information?

Thinking or Feeling You are the leader of a club, and there is a rule How do you make decisions?
that all members must attend 3/4 of all meetings.
A member has missed the first two meetings.
How would you handle this.

Judging or Perceiving Describe your ideal vacation. You have one week How do you deal with the outer world?
with no time or monetary constraints.
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enced in traditional formats by assigning students to
face-to-face debriefing groups by type using the same
exercises. Each type discussion board is summarized. 
In order to maintain confidentiality, the students were
randomly assigned numbers 1–13.

Extraversion and Introversion. For the Extra-
version–Introversion exercise, students responded to
the question, “How would you spend a long day off?”
The Extraversion group consisted of students 1, 2, 4, 
5, 9, 10, 12, and 13, whereas the Introversion group
consisted of students 3, 6, 8, and 11.

The class discussion boards differed greatly. For
example, the visual layout of the students’ responses in
the discussion boards differed greatly. Group A’s board
presented lists, charts, timetables, and specific discus-
sion about how much time would be spent on an 
activity. For instance, student 1 described herself as
being open-ended about this day off, but after sleeping
in, had a total schedule of events planned:

A long day off would begin with waking up
without the alarm clock. I would probably be
up around 8:30:

8:30–9:30 Eat breakfast; watch morning 
news

9:30–10:00 Shower, get ready for day

10:00–12:00 Do some shopping for myself

12:00–1:30 Meet friend for leisurely lunch

1:30–4:00 See movie with friend

4:00–6:00 Home—reading, listening to 
music

6:00–8:00 Meet friends for dinner/drinks

8:00–11:00 Relax at home, get to sleep 
around 11

Interestingly, student 1 then stated, “I love those
kinds of days with no real schedules . . . .”

All of the students in the Extraversion group 
provided ambitious goals for the day. Student 7 said he
would “shop until he drops.” Student 4 said, “Can we
all agree to a one hour workout first thing in the morn-
ing, followed by breakfast and shopping . . . with lunch
with a friend in there?” Student 10 did not want to shop
but had very specific ideas about how to spend the
time. Student 4’s sense of deliberate purpose was true 
to type, “This is the shopping group.” Students 4, 9, 
12, and 13’s days were the same—lists of things to 
do, people to meet, and places to go. These students

seemed eager to interact with others and were even 
willing to change their plans to increase the interaction.
For example, student 12’s schedule included two out-
ings with friends, one in the morning and one in the
evening. In addition, she was willing to put some time
in her schedule for student 10’s suggested “Sports
Center™ idea.” Student 5 planned to work on class stuff,
clean the house, go out for the afternoon, meet with
friends, work out, make and serve dinner, go out again,
and make a phone call at 11:30 pm. Student 13’s day
was specifically planned out from 9:00 am to 1:00 am.

In this group discussion board for Extraversion,
students were focused on how to use time in order to
get the most interaction and activity into the day as 
possible. They were very open about describing them-
selves, but they were not reflective on why the choices
were personally significant.

In contrast to the Extraversion group, the Intro-
version group provided very succinct descriptions in
the discussion boards but without a lot of detail and
absolutely no timelines, lists, or charts. They described
quiet, restful, minimal, and secluded selections for the
day. For example, student 11 wanted to go to a spa with
her husband, where they would “enjoy the view and
each other’s company.” Student 3 described a similar
day, just her and her husband for the day at the spa.
Student 8 was not specific but desired to “feel as though
my mind and body are relaxed.” Student 6 wished to
run by himself and go out to dinner with his family.

In contrast to the Extraversion group, which 
provided information about how to spend the day but
not a lot of information about what it meant to them
personally, the Introversion group reflected more deeply 
on the significance of type as it related to them. Student
11 said this information will help her to “adjust or 
compensate where I am strong or weak.” Student 8
described in detail how she planned to use this informa-
tion to critique herself, and then explained, “this was
kind of like a group therapy session for me.” Student 3,
student 8, and student 11 had a very detailed, focused
discussion about the implications of their type inventory
and shared specific, personal reflections and anecdotes
on the topic. Careful and deliberate in their approach to
the day, the Introversion group demonstrated a need to
get away from social situations and participate in more
secluded or intimate events.

Sensing and Intuition. For the Sensing–Intuition
exercise, students responded to the statement, “Describe
an apple.” The Sensing group consisted of students 3, 4,
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7, 8, 9, 10, and 11. The Intuition group consisted 
of students 1, 2, 5, 6, 12, and 14. The differences in 
the Sensing and Intuition types were evident in the 
discussion boards.

The Sensing group provided largely visual and
taste-based descriptions of the apple, using several
words to describe the apple physically. Student 4 said,
“An apple is a spherically shaped fruit grown on a tree.”
Student 7 had no reason to expound on apples; he said,
“An apple is a fruit that can be used as a resource for
food.” Student 9 had a similar description, “An apple is
a fruit, comes in red or green and can be consumed.”
Student 8 was a little more specific but stayed strictly in
the sensory realm: “Apples have an edible, thin skin;
edible flesh that can be juicy, tart, crisp, mealy or sweet
. . . .” Student 11’s description of an apple sounded like
an encyclopedia, “it is produced in many climates . . . .”
Student 3 described the different ways to eat apples,
and what they are used for: “Students give apples to
their teachers,” and “An apple was used to poison 
Snow White.” Student 10 described the apple’s color
and shape, “It’s about the size of a baseball.” This group’s
descriptions were based on their senses and provided
pragmatic and specific information about apples.

The Intuitive group took a very different approach
to the apple’s description. The group explained what
apples meant to them. Student 1 began by describing
physical traits but went right into what is significant
about apples. The idea of fall, being at the orchard, and
being fresh from the tree, all symbolized the apple to
her. Student 6 reacted similarly when he said, “There is
something comforting about that [cider].” Student 12
exclaimed, “Apples are my favorite fruit!” Student 5’s
description is indicative of his type. Listed like a poem,
he wrote,

Round and red,

Under a green-leafed branch,

Bending,

Bouncing,

Catching the sun,

Greening,

Dew-covered,

And bulging,

Bouncing,

Bouncing,

Bending,

Breaking stem,

Thud.

The Intuition group provided explanations based
on the personal meanings of apples. They were com-
fortable with metaphors and ciphers and provided
description with symbolism and inferential leaps.

Thinking and Feeling. For the Thinking–Feeling
exercise, students responded to the scenario, “You are
the leader of a club and there is a rule that all members
must attend 3/4 of all meetings. A member has missed
the first two meetings. How would you handle this?”
The Thinking group consisted of students 3, 4, 5, 6, 
7, 9, 10, 11, and 12. The Feeling group consisted of 
students 1, 2, 8, and 13.

In the Thinking group’s discussion board, a high
degree of awareness of the impact of policies and rules
on people’s behaviors was displayed. However, the rule
of the club remained at the heart of their decision-mak-
ing process. The process of abiding by the policy was
described in a variety of ways. For example, student 7
said he would “ask the member the reason for missing
the meeting . . . . I would re-emphasize the expectations
of the club.” He also lobbied for understanding if there
were personal issues and for handling the person with
care. Student 11 would allow logic to prevail in the case
of the reasons for the missing. Student 10 agreed with
this as he stated, “We should not make assumptions.”
Student 12 also stated, “I would need to gather informa-
tion” before making a decision.

Student 4 wanted to be sure a miscommunication
did not occur to determine if the leader was culpable.
Student 10 described this as a political move, “My 
reason for asking for their reason is strictly political.”
Student 11’s suggestion that the person should have
made a courtesy call was endorsed by the group.
Student 6 argued for gauging the person’s response and
“abiding by the standard that was agreed upon.”
Student 5 supported a caring approach, but enforce-
ment of the policy remained key: “I wouldn’t need to
probe as to why the individual missed. The remainder
of the club’s expectations and the ‘kind’ caution would
be enough. Another miss and it will likely be the end of
the road.” Student 3’s response was similar, “I would
contact the individual saying I was sorry they missed
the meeting and remind them when the next meeting
was taking place.”

In all, this group relied on the policy as the center-
piece of their thinking, and they constructed strategies,
largely centered in the human resource frame, con-
cerning how to enforce the policy without being too 
negative. Student 4 described in great detail a decision
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tree that should be used with various scenarios, includ-
ing approaching the member to seek information, ask-
ing why the member missed, and weighing his or her
response. From there, the decision tree branches out, “If
the member states that he/she has changed his/her mind
about being a member . . . ,” and “If the member says
something along the lines of ‘I forgot’ . . . ,” and “If there
were some extenuating circumstances . . . .” Student 9
heartily agrees with this extensive train of thought and
exclaims, “Student 4 . . . WOW!”

The Feeling group had an interesting discussion as
well. Student 1 suggested approaching the member and
explaining the information about the meeting atten-
dance requirements, but her response differed from the
Thinking group’s in that she was concerned about inter-
vening before it was too late. The shift from thinking
about how to explain the policy diplomatically and 
handle the person from the Thinking group’s perspec-
tive to explaining the policy so that the person has a
chance to change is a subtle, but important, difference.
Student 8 wrote a word of importance to the Feeling
preference: The word is “listen.” She planned to “listen
to anything they said about why they were not able to
attend.” She was not very interested in enforcement of
the policy, but rather in the person’s involvement, as she
explained. “I would ask for continued participation at
future meetings, and if circumstances will not allow
them to comply, I would let them know that the group
would be happy to have them back when they have
time to make the commitment that is needed.” Student
13’s response was typical of his type as he stated, “I
would make a point of calling the member who has
missed the first two meetings to see if he or she is okay.”

The focus of the Feeling group’s discussions was
the person, not the policy. Instead of concern over 
fair and consistent policy enforcement, the member’s 
welfare emerged as the important point.

Judging and Perceiving. For the Judging and
Perceiving exercise, students responded to the state-
ment, “Describe your ideal vacation. You have one week
with no time or monetary constraints.” The Judging
group consisted of students 3, 7, 8, 9, 10, 11, and 12.
The Perceiving group consisted of students 1, 2, 4, 5, 6,
and 13.

The Judging group demonstrated the enjoyment 
of planning. Student 11’s extensive description of the
resort where she wanted to stay really engrossed student
3, who offered to pilot student 11 to the resort. Student
11 asked, “Did you envision the size of the house?”

Student 3 provided an extensive description of her ideal
vacation, and she planned everything. This included
where she was going, “a Hawaiian cruise with my 
family,” the activities, “onshore activities would be 
pre-selected,” the food, “the food would be perfectly
prepared,” and the photographer. She even planned the
weather: “I would, of course, expect sunny skies,” and
the children’s behavior, “the children would all behave
like angels.”

Student 9 wanted to go “with someone I enjoy and
love. My hope is that we would discuss and plan where
we would like to go, what to see and do, and come to a
consensus.” Student 7, student 10, and student 8 were
not quite as specific. But student 7 still knew he would
have a good time: “We know how to enjoy ourselves . .
. .” Student 8 had two objectives to complete: She
wanted to “play in the snow” and “play in the water.”
Her goal was to “kick back and relax.” Student 10 had
thought through his upcoming vacation and had a very
good idea of how he would spend his days, including
“laying at the pool, enjoying fruity drinks, swimming,
sight-seeing, eating out, snorkeling and riding wave
runners.” Student 11 had a great suggestion for student
10: “Try to bring something from your vacation spot
that captures the essence of your vacation.”

Student 3 reflected on her type and stated, “There
are times when I have been told I need to be more 
spontaneous . . . . I have tried to be more spontaneous.
That sounds funny, doesn’t it? I have to plan to be spon-
taneous.” The Judging group focused on the location of
the trip but also on everything that surrounded getting
there, enjoying the location, and remembering the 
vacation.

The Perceiving group started off with student 1’s
surprisingly extensive description of an overseas trip.
Student 4 challenged her on the ambitious nature of the
proposed travel agenda. Student 1 easily agreed and
stated, “I consider it a loose agenda,” and “I like to have
a general outline but with lots of blanks to be filled in as
I go along.” Again challenged on her plans, student 1
gave up her plans and said, “I’m open to anything,” and
“I don’t really care where we end up.”

Student 4 wanted to be sure the vacation had noth-
ing to do with planning and said, “It would not include
agendas, museums, guided tours, or cell phones.” She
also wanted someone else to handle the arrangements,
“book the tickets for first class to the Riveria [sic]”
and found the consensus process a little confining: “I
sure hope we don’t have to agree on the beverages we 

 



Developing Educational Leaders: Using MBTI Form M in an Online Graduate Program

110

consume on the plane ride there.” Student 5 took a 
different approach and threw out a huge list of places to
go. Student 6 desired to go to one place: “I would have
picked the Maldives. Not so touristy.” Student 4 wanted
to stay in one spot. Student 13 requested to travel to
Italy with his family, whereas student 5 wondered, “Italy
. . . what’s the name of the amusement park?”

From the Perceiving group, the conversations
focused on desirable locations, but lacked the detail of
the Judging group’s discussion. There was not much
thought given to travel arrangements, activities, or
expectations in this discussion board.

RESULTS AND DISCUSSION
Following the debriefing, the students were asked to
review Introduction to Type (Myers, 1998) and to con-
sider information related to their type, leadership goals,
work settings, and related issues. The students were
then asked to respond to two discussion board ques-
tions about their own leadership development. Student
responses are described in the next section. In addition,
students were encouraged to use the MBTI results in
two integrated projects they developed throughout the
2-year program: their portfolios and their mentorships.
Students could include the results and the significance
of the results in their Leadership Growth Plans, a part 
of their portfolio project. They could also discuss the
results of their type with their mentors, a part of their
field-based mentorship hours.

In response to the questions posted on a final 
discussion board, students were asked, “How have your
MBTI results impacted your understanding of yourself
as a leader?” and “How have your MBTI results
impacted your leadership development plan?” Students
were able to articulate several implications from this
online lesson. For instance, student 1 reported,

Knowing one’s tendancies [sic] in these areas
can help a person to understand how they
may act in situations and how they are per-
ceived by others. This information can help a
leader to develop skills for the areas that they
may have weaknesses in as well as to create
situations, etc. that enhance their strengths.
In my own professional growth plan, this
makes me think about the tendancies [sic] I
have and what my strengths are as well as
what areas I should work on to be a more
effective leader . . . .

Student 11 also described the impact of this online 
lesson,

And further, I cannot believe this inventory
described my personality so clearly. It’s almost
scary. I have come to witness my strengths as
I saw them. But how my strengths or comforts
can easily become a hindrance when dealing
with others. I must be mindful of others’ per-
sonality types and accept that there are [sic]
more than one way to accomplish a task.

Student 3 stated,

It amazes me that Briggs and Myers or anyone
could create such a tool that just by answer-
ing a few questions the results would identify
my preferances [sic] exactly. Now with my
results in hand, I want to take a long hard
look at ways I can improve my leadership
abilities.

Exposure to type alternatives through the debriefing
added some valuable learning as student 13 explained,

Although I came out as an ‘E,’ I certainly can
relate to an ‘I’ . . . . I would like to be careful
not to put others in a category without taking
the time, if possible, to see them in any num-
ber of different situations or environments.

Student 2 wrote,

Every person is unique. I never want to put
myself in a box. However, I think knowing
my habits or patterns may help me be a better
organizational leader in the future. I will be
better equipped to deal with different person-
alities. I will try to put people in positions
that accentuate their strengths while still try-
ing to develop areas that need improvement.”

Student 11 reported,

I feel the Myer Briggs [sic] Type Inventory
[sic] will allow me to identify my individual
Preferences when it comes to decision making,
group interaction, where my comfort zones
are and why I choose the environments and
deal with experiences the way I do. I also
think the Inventory [sic] will allow me to get
a general idea of others’ preferences. Aligning
my personal traits or personality preferences
to what I do as a leader will help me adjust or
compensate where I am strong or weak.
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Student 8 further described several specific items to be
aware of in terms of type dichotomies regarding 
empathy, communication, task delegation, and leader-
ship style. Student 8 wrote,

There are a lot of things that I think about
with regards to this subject and my profes-
sional growth plan, in all actuality probably
too many. Not only was I surprised and in
agreement with the description of my type
but as I read the other types I was thinking
how can I incoporate [sic] some of these
characteristics into who I am in order to be
understanding and open-minded of all types.

Student 3 reflected on how these results could be used
in the future and with a specific supervisor,

This has also offered me the opportunity to
think about why I may have disagreed with a
few people . . . . Looking at the preferences, I
now know we prefer two different work envi-
ronments and have different leadership styles
and focuses. It was nice to see it in black and
white. Now perhaps I will have an edge into
what he [one specific person who is the
opposite type] is thinking.”

Student 13 stated,

I think it is very important for me to try 
to become aware of how others take in infor-
mation. Since educators deal with human
beings all day long, it is important for me as
an administrator to understand how people
come to their conclusions/make decisions.

Student 1 described how she must compensate as
a leader, given her type’s tendency toward symbolism.
She explained that she must be able to inspire others,
but she also needed to be “able to back them up with
reality . . . .” Student 13 explained how she might 
compensate as well, “I am not always as patient with
myself as I should be. I think I tend more towards the P
because I grew up with a mother who was very cautious
and tentaive [sic] at times.” These reflections depict the
students’ ability to relate the lesson to their professional
and personal practice.

The overall quality of the learning experience was
described by several students. For example, student 8
stated, “Hmmmm . . . this was kind of like a group 
therapy session for me.” Student 11 wrote, “I really
enjoyed this lesson.” Student 11 analyzed the course

content with the leadership issues in this lesson and
described how strongly connected the exercise was to
several major course topics, such as communication
issues, human resource needs, organizational structures,
and politics in the work place. Student 3 explained the
pragmatic value in the lesson and wrote, “For my own
professional development I will share my results with
my staff so they may begin to understand my behavior
and preferred methods of communication.” Student 8
described the impact of the lesson,

Thinking about thiss [sic] subject with regards
to my professional growth plan I need to keep
in mind not to do too much either thinking
or feeling. It comes down to knowing and
understanding where the balance needs to be
in various situations.

Student 8 further stated, “I think the important
part will come to light in how I am able to find the 
balance to and adapt to various situations to be an
involved, objective leader.” Student 3 analyzed her lead-
ership style, “Again with my professional development
just an awareness now of how I and others may orient
to the outside world will help in the workplace.” From
these writings, it appears that the students liked the 
lesson, understood its relevance to their roles as educa-
tional leaders, and thought the lesson quality was 
adequate.

CONCLUSION
Using online methods of presenting and debriefing 
the MBTI worked well for this graduate cohort. The
PowerPoint® presentation of introductory type content,
the online discussion boards by type, the collective
debriefing of type discussion boards, and the follow-up
discussion board and related long-term assignments and
field work were important elements in this application.

The significance of these results shows that the
MBTI Form M Self-Scorable instrument was used 
effectively in this online program, given the holistic
nature of the ISLLC standards. Essential to the success
of the lesson were the parameters of good online
instruction, including providing high quality student-
to-student and student-to-faculty interaction and 
professional relevance. In the future, a comparative
online and traditional study would be helpful in deter-
mining if there are any significant differences in student
learning outcomes and quality of learning experiences
in these two delivery modes.
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