
”“
The teacher’s directions were to write a paragraph, so
the pupil started writing about the day he flew his kite.
The paragraph was filled with descriptive details. Some-
one reading the paragraph might conclude that the writer
had a Sensing preference, but how effective is measuring
a preference by only looking at the output? What was
his motive for selecting that topic? Had the class been
studying how to increase their descriptive vocabulary?
Was that the underlying lesson? Is the style of composi-
tion, topic, format coming from an inner preference or
the realization that that is what is expected?  

The influence of type on the outcome can come from
many directions, both internal and external. Research
helps to identify outcomes. It fills in pieces of the puzzle,

but not all aspects of type can be easily researched. Type
is more complicated than simple, observable behaviors.
Still, research is valuable in sorting rumor from likeli-
hood.
Note: 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).

EDUCATION RESEARCH
Conducting research in educational settings is not an
easy task.  It is almost impossible to have control groups
who are not secondarily exposed to the treatment because
of the interaction of most students during the course of
a day. Schools are service institutions that may find it
difficult to deny positive experiences to selected students,
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even for the sake of good research. Also, good lesson
facilitation offers opportunities for all styles to succeed.
When I taught a lesson and then allowed students the
choice of working independently or with partners, I
watched partners reteach and re-explain the lesson,
which increased student learning but reduced the con-
trol of the method of presentation. Teachers are dedicated
to helping all learners, so restricting some opportunities
for the sake of research is not always easy to manage.

The goal of most education research is to help
determine those critical factors that facilitate learning.
We are fortunate that some studies were able to rise
above the many obstacles in order to cull a few gems of
information to help build that foundation.

WHAT DO WE KNOW FROM RESEARCH
AND INFER FROM EXPERIENCE?
Both research and personal experience impact our
methods of instruction. When something works, it just
works, even when there is no research to support it.
What follows are examples from research followed by
examples inferred from experience.  

The chapter on research in education in the MBTI®

Manual (1998) lists multiple studies using type and
some other variable. A few are selected as representative
of the rich data already gathered.

From selected research references cited in the MBTI®

Manual (1998, pp. 253–284) we know that:
1) Extraverts lean toward learning styles that involve

active experimentation, whereas Introverts prefer
reflective observation (Hinkle, 1986).

2) Sensing types tend to be adaptive in their creativity,
whereas Intuitive types tend to be innovative,
according to measurement on the Kirton Adaption
Inventory (Jacobson, 1993).  

3) Verbal scores on the Preliminary Scholastic
Aptitude Test (PSAT) tend to be consistently higher
for Intuitive types as a group (McCaulley & Natter,
1974).

4) Thinking types tend to be more field independent,
whereas Feeling types tend to be field dependent
(Gordon, Coscarelli, & Sears, 1986).

5) Judging types tend to obtain higher grades than
Perceiving types, a consistent pattern for both high
school and college students (Anchors, Robbins, &
Gershman, 1989; Casey, 1986; Kyle, 1985; Kalsbeck,
1987; Neral, 1989; Pollard, 1989; Provost, 1985;
Schurr & Ruble, 1986; Tharp, 1992; Woodruff &
Clarke, 1993).

6) Extraverts have lower internal arousal than Introverts,
as measured by brain electrical activity (Wilson &
Languis, 1989, 1990). (Jung described this phe-
nomenon in terms of the object drawing energy
from the Extravert whereas the Introvert draws the
energy of the object to him—Jung, 1921/1971.)

7) Sensing types value concrete experience on Kolb’s
Learning Style Inventory (Kolb, 1976), whereas
Intuitive types value abstract conceptualization
(Myers & McCaulley, 1985).

8) Thinking types have been found to be linked with
concerns for self-justice and Feeling types with care
and self-care (Liddell, Halpin, & Halpin, 1992).

9) The three preferences that are most associated with
higher grades are Introversion, Intuition, and
Judging (Myers, 1962).

10) Judging types are adaptive in creativity whereas
Perceiving types are innovative in creativity
(Jacobson, 1993).
Multiple additional studies are cited in the manual

that give results for each preference and a few type com-
binations. All are contributions to the quest to discern
how type influences learning.

Then there are those life experiences which contin-
ually reconfirm that certain methods work with students.
There is value in recording experiential observation pat-
terns because these frequently lead to formal research.  

Research serves the vital role of more objectively
verifying (or sometimes refuting) informal observations,
which often confirm preset hypotheses. We anticipate
seeing a pattern and notice that pattern over other data
that may be conflicting. Paraphrasing Jung, Stein (1998)
notes that it is impossible to view events through an
unbiased perspective.

“Every creative psychologist is limited by his or
her own personal biases and unexamined assump-
tions. Not all that seems true to even the most
earnest and sincere investigator’s consciousness is
necessarily accurate knowledge. Much that passes
for knowledge among human beings is actually,
upon closer and more critical inspection, merely
prejudice or belief based on distortion, bias,
hearsay, speculation, or pure fantasy” (p. 14).

Thus, the following experiential observations are
offered tentatively and will hopefully inspire more for-
mal testing. Interested researchers are invited!
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Experiential observations:
1) Extraverts and Introverts express a preference for

different types of study environments. When asked
to draw an ideal learning environment, the
Extravert typically chooses socially or environmen-
tally stimulating scenarios, such as a room includ-
ing space for friends, electronics, food, music, and
interaction. The Introverts draw a less stimulating
environment, such as a single island where they can
have peace and quiet and no interruptions to study.

2) When providing directions, teachers should describe
small, sequential steps rather than use compound
sentences, in order to help young Sensing learners
understand the task. The demands of the assign-
ment are the same, but the directions targeted
towards specific preferences minimize confusion
and maximize clarity.  

3) Giving students a choice allows them to develop
their preferences. Using the Problem-Solving model
of decision making (sometimes called the Zig Zag
or the Z-Model of Decision Making) works as well
with children as it does with adults (Lawrence, 2004).

4) Students adapt to the style of the teaching. Intuitive
students can write specifically. Sensing students can
write metaphorically. By doing the activities they
discover which style of expression they enjoy most,
but all can do both styles of composition, especially
when instructions are clear to them.

5) Sometimes students with a particular type learn
more from a teacher using the opposite preference.
For example, Intuitive students in later grades are
able to make the intuitive connections between units
of information, but they need a good teacher to
provide the facts that form the foundation of the
connection.

6) Students appear to be more responsive and respon-
sible for their learning when they can choose among
alternative ways to complete the task.

7) Positive feedback is important to all types, but those
with a Feeling preference interpret no feedback as
negative feedback. Those with a Thinking preference
who receive no feedback just note it as an absence
of feedback.

8) Judging types enjoy play and spontaneity so long
as such activities do not distract from finishing a
task they are working to complete.

9) Introverts in familiar settings with familiar teams
may actually look extraverted. The hesitation and

reflection may occur only when processing NEW
thought, but standard daily interactions may appear
extraverted to an observer.

          
WHAT DO WE DO WHEN RESEARCH AND
INFERENCES COLLIDE?
Both research results and observational inferences impact
our educational decisions. So what do we do when the
research does not support our observations? First, we
check and recheck the data to be sure that the results
can be replicated and/or are not unique to one unusual
group. Next, we check and recheck our understanding
of type theory to be sure we have not inaccurately
extrapolated beyond the theory. If both of those condi-
tions are met, then we re-examine the theory to determine
if the new data refine what was previously believed, so
that a different slant becomes viable.  

Consider as an example the expression of type
preferences at different ages and the impact of the envi-
ronment on such expression. Type theory holds that
type preferences are innate and stable throughout life,
but the expression of type can vary and be influenced by
culture and the environment (Myers, McCaulley, Quenk,
& Hammer, 1998). How significantly those influences
impact type assessment may be a critical question to
research.

Dr. Robert McPeek (2013) analyzed over 21,000
MMTIC® cases from the CAPT data bank, examining
changes in scores as children aged. He found several
interesting patterns, but his findings for the Extraversion–
Introversion scale provide a good example of when data
and theory collide.

FIGURE 1.
MMTIC® E–I Continuous Scores as a Function of Age

Note: Positive scores indicate Introversion; negative scores Extraversion. On
average, therefore, children are more extraverted than introverted.
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Clearly, there is a shift in both continuous scores
towards Extraversion (lower scores) and an increase in the
number of students reporting preference for Extraversion
during the middle school years (ages 11–12). The chart
demonstrates a “precipitous decline starting at age 7,
bottoming at middle-school age (11–12 years), and then
climbing back up—a U or V shape” (McPeek, 2013). 

How can we reconcile the measured changes in the
E–I preference with the theory’s tenet that preferences
are stable throughout life? 

Let’s consider two possibilities.
1) The measurement is correct and changes in EI type

preferences are real.
2) The measurement is reflective of social influences

that distort the reported type. Type itself is stable.
Reported type varies.

Possibility #1
If type preference for EI actually changes, what are

possible reasons for the change? Since each attitude
aligns with a function, could the development of an 
auxiliary function reflect the attitude change? Or is the
initial EI energy differentiated first and then, as the
dominant function emerges, the attitude blends with
the function and the attitude of the dominant becomes
clearest? Both alternatives assume a developmental
component.

Possibility #2
If the change in reported EI preference is a result

of social influences and not development, then when
are those social forces more powerful? Is it the adult
influence in the elementary years or the peer influence
in the middle school years? In the younger grades the
students share aloud more, but they tend to share infor-
mation already learned. They don’t necessarily share
aloud thoughts that are still forming. They are more
receivers of information than initiators and discoverers
of learning. In middle school many students turn to
peers for support and recognition. Additionally, they
once again attend to their style of processing when
thinking new thoughts. They appear eager to explore
the world independently, with less adult guidance. This
independent processing of new thought means the child
will use internal resources rather than merely respond
to outer stimulation. Could this refocus on personal
insight allow the natural flow of extraversion to emerge,
or is the social desirability of the extraverted style so
appealing that to “fit in” more kids want to be extraverted?

HOW DO WE RESEARCH THE QUESTION?
To research this problem we need a blend of observa-
tional research as well as self-report research. We need
to continue to ask the students for their insights, even 
if those insight choices are unconsciously driven. These
data tell us what the child believes at the time. Interviews
with an adult familiar with the child can be used to 
corroborate the accuracy of the child’s self-report. The
self-report and interview data can be augmented with
systematic observation of typical response patterns 
during less structured activities such as recess and inter-
actions with family. Analysis could examine frequency
of behaviors associated with different preferences, as
well as categorize the language the child uses in the
interview to determine if word choice favors one type
pattern over another. 

Good research creates new research questions and
leads the field in helping to determine what is defined
from what is possible.  It is exciting to think of how this
inquiry will guide our future knowledge set.

WHAT WORKS FOR THE GROUP MAY NOT
WORK FOR THE INDIVIDUAL
By its nature, social science research is concerned with
and focused on group findings. The individual learner
may or may not match the group pattern. Education
must first serve the individuals who then form the
groups and teams in business and industry.  So how can
type help that process?

An awareness of preferences is the first step to
managing learning. Self-awareness is essential to self-
management. Teaching children about type differences
gives them the language to explain their process of learn-
ing and development. It gives them a way to think about
their learning, and such metacognition is considered an
important skill for students to develop.

CAUTIONS
Good lessons provide opportunities for all types to
flourish. The sequence of learning should include some
data presentation, opportunities for innovation, team and
independent review, and multiple methods of assess-
ment. With flexibility of instructional design all types
will find success in the educational system while we
provide students a variety of approaches to help them
discern their individual preferences. Research should
help us learn how to better design for differences.

Results from research can never trump the fact that
individuals may choose to act in a fashion contrary to
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general trends. An introvert might choose to be interac-
tive while forming new thoughts. An intuitive might
research for specifics as a foundation for new ideas. A
Feeling preference individual might believe the best
approach is direct and detached. Each person owns the
right to choose his/her behavior. Type research cannot
become 100% predictive of an individual’s behavior. It
can predict trends but not individual responses. Just
because you know a type does not mean you will know
what the person will think or say next. That is their
freedom of choice. You can make a good guess on what
the individual might do based on type theory and

research, but the motive for the response might over-
shadow the typical expectation.

SUMMARY
Quality education can occur when we design for differ-
ences, respect development, and allow for choices.
Research gives us the tools for designing more wisely. 
It challenges assumptions and experiential inferences. 
It gives depth to what intuitively seems accurate. We
can be grateful to those who put their energy into
researching difficult topics.
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