ABSTRACT

AN EXAMINATION OF RELATIONSHIPS BETWEEN STUDENT
PERSONALITY TYPES AND TWO DIFFERENT HIGH
SCHOOL SCHEDULING PRACTICES

By

Dallas H. Strawn

The primary purpose of this study was to find out if per-
sonality types, as measured by the Myers-Briggs Type Indicator,
function differently in the areas of attendance, grade point
average, attitude toward school, involvement in extra-curricular
activities, and attitude toward subject matter when subjected to
scheduling practices of a flexibly or traditionally scheduled
school.

The resolution of these objectives was sought by admin-
istering and scoring the Myers-Briggs Type Indicator and a Personal
Data Questionnaire to 120 students attending a flexibly scheduled
high school and 120 students attending a traditionally scheduled
high school. Along with these measures, school records consisting
of grade point averages and attendance records were obtained for
all subjects.

The hypotheses of this study were tested using standard
statistical procedures. Means, standard deviations, and intercor-
relations for all measures were obtained. Each question was then

analyzed by using a two-way analysis of variance. Scheffé and
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Bonferroni post-hoc tests were used to isolate differences when
significant F-ratios were found.

After the data were collected and analyzed, no significant
differences were found in the manner personality types function in
the areas of attendance, grade point average, attitude toward school,
involvement in extra-curricular activities, and attitude toward
subject matter when subjected to scheduling practices of a flexibly

or traditionally scheduled school.
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CHAPTER I

INTRODUCTION

An attempt to meet the academic, social, and emotional needs
of students in the public schools has gained much attention in the
last decade. In years past, society seemed to emphasize the edu-
cation of the masses rather than the education of individuals.
Currently, more time and effort is being spent in the areas of
developing individual potential and individual needs. Several ways
of meeting individual needs have been devised during the last few
years. The addition of school scheduling procedures and philosophy
to allow for team teaching, individualized instruction, alterna-
tive educational environments, and flexible scheduling are some of
the techniques that have been devised to meet individual student
needs.

Since ways to meet student needs are continually being
examined, an attempt was made in this study to analyze student per-
sonality types and their relationship to attendance, grade point
average, attitude toward school, involvement in extra-curricular
activities, and attitude toward subject matter when subjected to
scheduling practices of a flexibly or traditionally scheduled

school.



The Problem
Statement of the Problem

Since the development of flexib]y scheduled schools, I
have often been concerned that some students probably didn't have
the personality type to allow them to function in environments
where freedoms were allowed in the manner students use their time,
space, and resources.

The problem of concern in this study is: Do personality
types function differently in areas of attendance, academics, and
extra-curricular activities in a flexibly scheduled secondary school
as opposed to their functioning in a traditionally scheduled secon-
dary school?

The traditionally scheduled secondary school concept is
designed in such a manner that students' schedules and the subject
matter to which they are exposed are predetermined by the persons
responsible for the functioning of the school in a rigid time frame
of class schedules. A flexibly scheduled school is designed to
allow students more flexibility and independence in the areas of
schedules and subject matter to which they choose to be exposed.
According to Alexander and Hines, a flexibly scheduled school is
organized with more freedom to allow "students to do independent
work, make use of laboratories, resource centers, libraries, study

areas and social areas.“]

IWilliam M. Alexander and Vynce A. Hines, Independent Study
in S§conda§y Schools (New York: Holt, Rinehart and Winston, Inc.,
1967), p. 1.




Students not using their time wisely when given the free-
doms allowed in a flexibly scheduled school has been a basic concern
of adults since the conception of flexibly scheduled schools.
Traditionally scheduled students not enrolled in class must spend
their time in a scheduled, supervised study room. Attendance is
usually taken and rules and regulations are established as to how
students must spend their time while in the study area. Flexibly
scheduled students have the option of working in open labs, attend-
ing unsupervised areas for study purposes, or going to an area
designed for socialization purposes rather than those purposes of
academics. If too much time is spent in socialization areas, lower
grades and Tower overall performance in academic work may be a
result.

Other students also may be intrinsically motivated to take
advantage of the open labs and study areas with a possible result
of higher academic performance.

My interest was to examine differences between various per-
sonality typed students in a traditionally scheduled school as com-
pared to students in a flexibly scheduled school on academic,
attendance, and social measures.

Since the emphasis of this study was focused primarily upon
the functioning of personality types, separations were not made

according to sex and grade levels of the secondary students sampled.

Purpose of the Study

The primary purpose of this study was to find out if per-

sonality types, as measured by the Myers-Briggs Type Indicator,



function differently in the areas of attendance, grade point average,
attitude toward school, involvement in extra-curricular activities,
and attitude toward subject matter when subjected to scheduling
practices of a flexible or traditional school structure. The stu-
dent sample tested consisted of two groups: one from attendance in
a flexibly scheduled school, the other including students attending
a traditionally scheduled school.

The main objectives of the study were: first, to determine
the persbnality types of students in both of the groups being
sampled; and second, to determine whether there are any relationships

between demographic factors as defined by this study.

Research Questions and Hypotheses

In order to realize the purpose of this study, answers to
the following questions and hypotheses were sought. The purpose
of the questions is to provide a framework upon which this study
is based.

Research Question I: What is the personality type distribution
between students attending a flexibly scheduled school as

opposed to those students attending a traditionally scheduled
school?

Research Question II: What differences exist with student per-
sonality types in relationship to attendance measures when
flexibly scheduled as opposed to being traditionally
scheduled?

Null Hypothesis 1: There will be no significant difference
between student personality types and daily attendance
rates when flexibly or traditionally scheduled.

Null Hypothesis 2: There will be no significant difference
between student personality types and period absence
rates when flexibly or traditionally scheduled.




Research Question III: What differences exist in student per-
sonality types in relation to grade point average when
flexibly scheduled as opposed to being traditionally
scheduled?

Null Hypothesis 3: There will be no significant difference
between student personality types and grade point average
when flexibly or traditionally scheduled.

Research Question IV: What differences exist in student per-
sonality types in relation to their attitudes toward
attending school when flexibly scheduled as opposed to being
traditionally scheduled?

Null Hypothesis 4: There will be no significant difference
between student personality types and their attitude
toward attending school when flexibly or traditionally
scheduled.

Research Question V: What differences exist in student person-
ality types in relation to extra-curricular school activities
a student is involved in when flexibly scheduled as opposed
to being traditionally scheduled?

Null Hypothesis 5: There will be no significant difference
between student personality types and involvement in
extra-curricular activities when flexibly or traditionally
scheduled.

Research Question VI: What differences exist in student per-
sonality types in relation to their attitude toward school
course-work when flexibly scheduled as opposed to being
traditionally scheduled?

Null Hypothesis 6: There will be no significant difference
between student personality types and their attitude
toward school course-work when flexibly or traditionally
scheduled.

Importance of the Study

Individuals are unique and do not profit equally from the
same educational environment. Fred Wilhelms, formerly of the
National Association of Secondary School Principals, said:

"If we had to pick out one trend underlying a great many of the



developments now occurring in secondary education, it would be the
drive to reach the individual student and help him deve1op.“2

Most secondary schools seem to be operating in a monolithic
manner, either completely traditionally scheduled, or flexibly
scheduled. If different learning environments were provided within
each secondary facility, student educational and personal needs
should be met appropriately.

Information from this study may be provided to show that the
manner in which student personality types are scheduled may have an

effect on attendance, achievement, and extra-curricular involvement

in school.

Limitations of the Study

A limitation of this study was that grade point averages
for all subjects involved were used to measure academic achievement.
In studying the subjectiveness of grade point average, Ronald Walden
said, "It is apparent that grades assigned by teachers are quite
subjective. . . . However, a student's grade point average is one of
the few quantifiable criterion available for evaluating academic
achievement."3

Student grade point average measures still serve as a basis
for student admission into universities and colleges and often are

weighted heavily before one obtains employment.

2Fred Wilhelms, "Helping Teachers in the Art of Teaching,"
NAASP Spotlight 74 (September-October 1966): 37.

3Ronald L. Walden, "Flexible Scheduling: Factors Related
to Change in Academic Achievement" (Ph.D. dissertation, Northwestern
University, June 1966), p. 16.




A second limitation in this study was the sampling technique
used. Because of the restriction placed upon me in the design of
this study by the flexibly scheduled school, cluster sampling was
used to select students within classrooms to sample. Care was
taken to select classes that all students needed in order to complete
graduate requirements. However, this sampling technique has not been
as reliable as the simple random selection technique.

Another limitation was the variability of individual ques-
tionnaire interpretation and errors made in filling out test forms
and data sheets. Care was taken to see that all questions were
properly answered and only allowable help was given to subjects

involved in this study.

Definitions of Terms Used

Flexible scheduling--In a flexibly scheduled school students

are still scheduled, but have 40 percent of their time unscheduled
during the day to use as they wish. They may study, socialize, use
library facilities, or involve themselves in open labs. The stu-
dent's schedule is not flexible, but the student has open time slots
within the schedule and has the freedom of deciding how to use them.

Traditional scheduling--Ronald Walden said, "A traditional

schedule is one in which students meet each class for the same length

of time five days per week with the same students attending each

ll4

meeting. In a traditionally scheduled school students are scheduled

completely so that no unscheduled time exists.

Hbid., p. 19.



Academic _achievement--In this study academic achievement

relates to the grades given to students while attending a tradi-
tional or flexibly scheduled secondary school. These grades reflect
the cumulative grade point average while in attendance at a par-
ticular school.

Extra-curricular activity--In this study extra-curricular

activity is defined as any activity students are involved in outside

of the school hours, e.g., football, baseball, Boy Scouts, etc.

Organization of the Study

In Chapter I the introduction to and purpose of the investi-
gation, questions to be answered by the study, importance of the
study, limitations of the study, term usage, and organization of
the study were included.

The Myers-Briggs Type Indicator is reviewed in Chapter II.
In addition, literature and research which is relevant to the pur-
pose of this study or has a bearing on this study is reported.

In Chapter III the research design, description of the
questionnaire, and description of the analysis process are included.

The setting of the study, sample population, intercorrela-
tion analysis, and statistical tests are reported in Chapter IV.

Presented in Chapter V are the summary, conclusions, and

recommendations of the study.



CHAPTER II

LITERATURE REVIEW

This chapter will present a description of the Myers-Briggs
Type Indicator and review the pertinent literature significant to
the investigation of this study.

For organizational purposes, this chapter is divided into
two primary divisions. The first will discuss the development,
purpose, and technical aspects of the Myers-Briggs Type Indicator.
The second portion of this chapter will cite important studies
having some relationships to this investigation and direct rela-

tionships with the Myers-Briggs Type Indicator.

Myers-Briggs Type Indicator

The Myers-Briggs Type Indicator was developed in an attempt
to study personality types in relation to Carl Jung's theory of
Psychological Types. During his career as a psychologist, Carl
Jung became aware of different behavior patterns among his clients.
He organized these types and categorized them into several distinct
personality types. Jung, through his studies and investigations,
developed a theory that each person had a preference for either

1

extraversion or introversion. In addition, he believed that each

]Carl G. Jung, Psychological Types, trans. H. G. Baynes
(NawYork: Harcourt, Brace & Company, 1953), p. 235.
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person had a preference for one of the four mental functions:
sensation, intuition, thinking, or feeling. The various combina-
tions of extraversion or introversion when paired with the four
functions account for Jung's distinct personality types.

The Myers-Briggs Type Indicator is a 166-item forced-choice
questionnaire with each choice being developed to be attractive to
the type most 1ikely to choose it (Appendix A). The results of the
Myers-Briggs Type Indicator do not give a good-bad or sick-well
evaluation, but rather indicate the way an individual prefers to

function. McCauHey2

states that the theory assumes that one pole of
each preference has a greater appeal and that a child, unless hin-
dered, will use the preferred way whenever he can, developing it
and strengthening it through use.
It is essential to understand the "types" the Myers-Briggs
Type Indicator refers to as "preference types." Preference types
indicate the way a person chooses to use perception and judgment
in His life. Isabel Briggs Myers indicates that:
Perception is understood to include the process of becoming
aware,--of things or people or occurrences or ideas. Judgment
is understood to include the process of coming-to-conciusgon
about what has been perceived. If people differ systematically
in what they perceive and the conclusions they come to, they
may as a result show corresponding differences in their reac-

tions, in their interests, values, needs and motivations, in
what they do best and in what they like to do.3

2Mary H. McCaulley, "The Myers-Briggs Type Indicator and
the Teaching Learning Process," paper presented at the Annual Meet-
ing of the American Educational Research Association, Chicago,
I11inois, April 4, 1974, p. 5.

3Isabe] Briggs Myers, The Myers-Briggs Type Indicator, Manual
(Princeton, New Jersey: Educational Testing Service, April 1963),

p. 1.
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The Myers-Briggs Type Indicator is scored for four prefer-
ences which a person has indicated. In order to obtain preference
scores, a formula is applied to the difference between the points

for the more-preferred and less-preferred pole. For the indication

of personality preference, a letter will designate the direction

of preference. Each personality type will include any combination

of the letters listed on Table 2.1.

Table 2.1.--Four preferences are scored to arrive at a person's type.

--Does the person's interest flow mainly to the--

EXTRAVERSION--Outer world of Inner world INTROVERSION
actions, objects and persons concepts and ideas I
--Does the person prefer to perceive--
SENSING--The immediate, real The possibilities, INTUITION
solid facts of experience meanings and relationships N
of experience
--Does the person prefer to make judgments or decisions--

THINKING--Objectively and Subjectively and FEELING

impersonally, analyzing facts personally, weighing values F

and ordering them in terms of and the importance of choices

cause and effect for oneself and other people
--Does the person prefer to live--

JUDGING--In a planned, In a flexible, PERCEIVING

orderly way, aiming to regu- spontaneous way, aiming to P

late and control events understand and adapt to events

Source: Mary H. McCaulley and Frank L. Natter, "Psychological Type

Differences in Education," in The Governor's Task Force
on Disruptive Youth, ed. F. L. Natter and S. A. Rollin -
(Tallahassee, Florida: Office of the Governor, 1974).
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Sixteen combinations of personality preferences are then
possible, as shown in Table 2.2. After completion of the Indicator,
responses are analyzed, and the person is classified into one of

these 16 possible types.

Table 2.2.--Combinations of personality preferences.

ISTJ ISFJ INFJ INTJ
ISTP ISFP INFP INTP
ESTP ESFP ENFP ENTP
ESTJ ESFJ ENFJ ENTY

Description of the Preferences

The following information will include descriptions of the
Myers-Briggs Type Indicator personality types. The descriptions of
these types were originally developed by Carl Jung. These defini-
tions will be based on information from Myers' descriptions in the
Manua]4 and information adopted from Mary McCaulley and Frank Natter.5
In the use of this indicator, the Extroversion-Introversion

or E-I index has been developed to measure whether a person is an

extrovert or an introvert as defined by Jungian Personality Theory.

4

5Mary H. McCaulley and Frank L. Natter, "Psychological Type
Differences in Education," in The Governor's Task Force on Disrup-
tive Youth, ed. F. L. Natter and S. A. Rollin (Tallahassee, Florida:
Office of the Governor, 1974).

Ibid- 9 ppo 5]"59.
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Myers states that the extrovert is oriented primarily to the outer
world, and thus tends to focus his perception and judgment upon
people and things.6 In school, extroverts will tend to prefer
working in large groups, to experience broadly and be actively
involved in extracurricular activities.

In contrast, the "introvert" is a person oriented primarily
to the inner world, and tends to focus his perception and judgment
in the areas of concepts and ideas. Schools which meet needs of
introverted children will allow them the time needed for thinking
through of concepts alone. The school will provide experiences
for the child to think about, rather than giving him experiences
which are just fun in themselves.

The Sensation-Intuition or S-I index has been developed
to distinguish between the two opposite ways in which people choose
to make perceptions about their world.

When the Myers-Briggs Type Indicator measures sensation,
it is concerned with basically the way a person takes in information
using his five senses. A sensing person looks at things with the
understanding that they may be touched, smelled, seen, tasted, or
heard. In schools, sensing people value reality over imagination
and factual information over theory. They have a "concrete-based"
intellect and have an interest for what is real.

The intuitive types have a preference for not strictly

using their five senses, but going beyond fact and observations

6Myers, The Myers-Briggs Type Indicator, Manual, p. 1.
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by formulating possibilities and relationships of things. In
schools, intuitors have great ability with symbolic and abstract
reasoning. Schools should encourage intuitors to be imaginative
and develop alternative possibilities from solid, factual infor-
mation.

The Thinking, Feeling or T-F index represents the opposite
extremes in the way a person may make judgments about information
he is processing.

The "thinking" types process information in a very systematic
and impersonal right-wrong or true-false manner. In schools, these
types work well with equipment, tools, mathematics, and science.
They are excellent in dealing with logic or areas requiring a cer-
tain amount of exactness.

The "feeling" types, on the other hand, are interested in
making decisions not strictly on factual information they have accu-
mulated, but on the way they feel about things. Myers' definition
pays close attention to the fact that feelers discriminate between
things, ideas, or concepts valued or not valued. In schools,
feeling-type students are able to develop sensitivity and inter-
personal skills toward people in creating meaningful relationships.

Finally, the Judgment, Perception or J-P index represents
the way a person interacts with his outside world. Carlyn indicates

7

that the J-P index was added by Myers and Briggs.” This dimension

7Marsha Carlyn, "The Relationship Between the Myers-Briggs
Personality Characteristics and Teaching Preferences of Prospec-
tive Teachers" (Ph.D. dissertation, Michigan State University,
1976), p. 14.
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of personality was apparently implied in the Jungian theory, but
judgment and perception wére never explicitly defined by Jung as
being separate functions.

The judgment type functions in an orderly manner in relation
to time schedules and 1life regulation. In schools, judgmental
types prefer long-range planning and orderly approaches to all
aspects of the school day.

The perceptive function allows for more flexibility and
spontaneity in a person. Perceptive types need more information
and experience before being able to make decisions about the order-
liness of their lives. Perception allows more time for the under-
standing of life and the adaption to it. Students preferring per-
ception seem to favor flexibility, change, and spontaneity in school.

Because this study is interested in personality types found
in high schools, Table 2.3, developed by Isabel Briggs Myers, has
been included. The table not only indicates the 16 personality
types, but also includes major characterfstics of high school stu-
dents within each type.

McCaulley states that,

Although the Myers-Briggs Type Indicator labels people with
letters indicating their personality type preference, it
should be made clear that the Indicator was not designed

to "put people into boxes," but rather to help individuals

recoggize their own natural preference, styles and capabili-
ties.

8Mary H. McCaulley et al., "Myers-Briggs Type Indicator"
Report (Gainsville, Florida: University of Florida Typology Lab-
oratory, 1973), p. 4.
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Table 2.3.--Characteristics of the types in high school.

INTROVERTS

EXTRAVERTS

JUDGING

PERCEPTIVE

JUDGING

SENSING TYPES

WITH THINKING

WITH FEELING

1STJ

Serious, quiet, carns his success
by earncst concentration and un-
hurried thoroughness. Logical and
orderly in his work and dependable
in all he does, 3Sees to 1t that
everything he touchos is well
organized. Takes responsibility
of his own accord. Makes up his
own mind as to what should be
accomplished and works toward it
steadily, regardless of protests
or distractions.

ISFJ

Quiet, friendly, responsible and
conscientious. Works devotedly
to meet his obligations and serve
his friends and school. Thorough
and painstaking, accurate with
figures, but needs time to master
technical subjects, as reasoning
is not his strong point. Patient
with detail and routine. Loyal,
considerate, concerned with how
other people feel even when they
are in the wrong.

PERCEPTIVE

ISTP

Quiet, reserved, a sort of cool
onlooker at life, observing

and analyzing it with detached
ouriosity and unexpected flashes
of original humor. Interested
mainly in mechanics, in cars, in
sports and in business. Exerts
himself only as much as ho
considers actually necessary,
even if he happons to be a star
athlete.

ISFP

Retiring, quietly friendly,
sensitive, hates argument of
any kind, is always too modest
about his abilities. Has no
wish to be a leader, but is a
loyal, willing follower. Puts
things off to the last minute
and beyond. Never really drives
himself about anything, because
he enjoys the prosent moment and
does not want it spoiled.

ESTP

Matter-of-fact, doesn't worry or
hurry, always has a good time.
Likes mochanical things, cars and
sports, with friends on the side.
A little blunt and insensitive.
Can take school or leave it.
Yon't bother to follow a wordy
explanation, but comes alive when
there is something real to be
worked, handled or taken apart.
Can do math and tochnical stuff
when he sces he will need it.

ESFP

Outgoing, easy-going, uncritical,
friendly, very fond of a good time.
Enjoys sports and making things,
restless if he has to sit still,
Knows what's happening and joins
in helpfully. Literal-minded,
tries to remcmber rather than to
reason, is oasily confused by
theory. Has good common sense
and practical ability, but is not
at all interested in study for
its own sake.

ESTJ

Practical, realistic, matter-
of'-fact, with a natural head for
buosiness. Likes the mechanics
of things. Not interested in
subjects that he sees no actual
use for, but ocan apply himself
when necessary., Is good at
organizing and running school
activities, but sometimes rubs
people the wrong way by ignoring
their feelings and viewpoints.

ESFJ

Warm-hearted, talkative, popular,
conscientious, interested in every-
one, & born cooperator and aotive
committee member. Has no capacity
for analysis or abstract thinking,
and so has troudle with techniocal
subjects, but works hard to master
the faots in a lesson and win ap-
proval. Works best with plenty of
praise and encouragement. Always
doing something nice for someone
in & practical way.

© 1980, BY ISABEL BRIGGS MYERS
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INTUITIVES

WITH FEELING

WITH THINKING

INFJ

Gifted and original student who
succeeds through combination of
intelligence, perseverance, and
desire to please. Puts his best
efforts into his work because he
wouldn't think of doing less than
his best. Quiet, conscientious,
considerate of others, widely re-
speoted if not popular, but suf-
fers socially from unwillingness
to compromise where a principle
or oconviotion is involved.

INTJ

Has a very original mind and a
great amount of drive which he
uses only when it pleases him.
In fields which appeal to his
imagination he has a fine power
to organize a job or piece of
work and carry it through with or
without the help of others. He
is always sceptiocal, critical
and independent, generally
determined, and of'ten stubborn.
Can never be driven, seldom led.

INFP

Particularly enthusiastic about
books, reads or tells the parts
he likes best to his friends., In-
terested and responsive in class,
slways attentive and quick to see
what the teacher is leading up to.
Haes & warm, friendly personality
but is not sociadble just for the
sake of sociability and seldom
puts his mind on his possossions
or physioal surroundings.

INTP
Quiet, reserved, brilliant in
exams, especially in theoretical
or scientific subjects. Logical
to the point of hair-splitting.
Has no capacity for small talk
and is uncomfortable at parties.
Primarily interested in his
studies and wouldn't care to be
president of his class. Liked by
his teachers for his acholarship
and by the few fellow-students
who get to know him for himself.

ENFP

Warmly enthusiastio, high-spir-
ited, ingenious, imaginative,
oan do almost anything that
interests him. Quiok with a
solution for any diffioculty and
very ready to help people with

a problem on their hands. Often
relies on his spur-of-the-moment
ability to improvise instead of
preparing his work in advanoe.
Oan usually talk his way out of
any jem with ocharm and ease.

ENTP

Quiok, ingenious, gifted in many
lines, lively and stimulating
company, alert and outspoken,
arguos for fun on either side of
any question. Resourceful in
solving new and challenging
problems, but tends to negleot
routine assignments as & doring
waste of time. Turns to one new
interest after another. Can
always find excellent reasons
for whatever he wants.

ENFJ

Responsive and responsible.
Feels & real oonoern for what
others think and want, and tries
alwvays to handle things with due
regard for the other fellov's
feolings and desires. Oan lead
a group disoussion or present a
proposal with ease and taot,
BSooiadble, popular, aotive in
school affairs, but puts time
enough on his lessons to do
good work.

ENTJ

Hearty, frank, able in studies
and a leader in aotivities.

Partioularly good in anything
requiring reasoning and intel-

-1igent talk, like debating or

pudlio speaking. Well-informed
and keeps adding to his fund of
knowledge., May be a bit too
positive in matters vhere his
oxperience has not yet caught
up with his self-confidence.

ONIOanNr
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It is always possible for a person to "go against the grain" and
act in di;ect opposition to his preferred way to function.

After conducting much research with the Myers-Briggs Type
Indicator, Levy, Murphy, and Carlson indicate that studies they
have conducted give considerable support for the Myers-Briggs Type
Indicator as a psychometrically stable instrument capable of reflect-

9 Present findings suggest that the

ing important group differences.
dimensions of this instrument are more stable than indicated by
previous research and provide unique data suggesting qualitative-
type designations that are also remarkably stable.

The knowledge gained from researchers and the reliability
of the instrument have caused much renewed interest in Type
Psychology.

10 the split-half reliabilities for type

According to Myers,
categories, computed by applying the Spearman-Brown Prophecy Formula
to Tetrachoricr, are reported for E-I to range from .74 to .88,
for S-N from .77 to .88, for T-F from .66 to .90, and for J-P from
.88 to .93.]0 In Myers' research, underachieving samples show lower
internal consistency correlations in the thinking-feeling preference.

According to Carlyn, research with the Myers-Briggs Type
Indicator has only begun to gain recognition in the literature for

specifically three main reasons: (1) the Indicator is a relatively

new instrument; (2) many of the studies of the Indicator are

INissim Levy, Clennie Murphy, Jr., and Rae Carlson, "Per-
sonality Types Among Negro College Students," Educational and
Psychological Measurements 32,3 (1962): 652.

loMyers, The Myers-Briggs Type Indicator, Manual, p. 206.
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relatively inaccessible, being reported in dissertations and not in
professional journals; and (3) the "type" approach to personality
has been violently attacked and abandoned in the literature for
many years.]] Due to the findings of recent studies conducted
during the past years, many researchers are now looking with renewed

interest at the Jungian Type Theory.

Personality Type and the Educational Process

Much research has been conducted with the Myers-Briggs
Type Indicator and its relationship with the educational process.
The following section will cite many of these studies in an attempt
to provide an informational base for this study.

Mary McCaulley has conducted much research in the areas of
student achievement in relation to personality type as measured by
the Myers-Briggs TypeIndicator]z Preference-type learning styles
have been categorized and identified in the following manner:

Extrovert types--Educationally will prefer group learning, and
action projects. Their attention span is short, and they
will prefer to learn by trial and error methods.

Introvert types--Educationally, concepts will precede experience;
they learn best when working alone or on individual library
assignments. The attention span of the introvert is long.

Thinking types--Educationally, thinking types score higher in
the areas of mathematics and science skills. They have a
great sense for detail and logic.

Perceptive types--Educationally score higher on intelligence
tests.

]]Car1yn, "Relationship Between Myers-Briggs Personality
Characteristics and Teaching Preferences," p. 17.

12
pp. 2-3.

McCaulley et al., "Myers-Briggs Type Indicator" Report,
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Judgmental types--Educationally take advantage of orderly
attack on problems in school resulting usually in better
grades.

Information relating facts about the Sensation and Intui-
tive modes will be discussed in further studies to follow.

Further studies from McCaulley reported on the Myers-Briggs
Type Indicator and results were obtained from boys in college-

13 The results

preparatory courses in 30 Pennsylvania high schools.
indicate that when all personality types wefe analyzed, the
Introverted-Intuitive-Thinking-Perceivers (INTP's) ranked highest in
intelligence and second highest in grades. In further studies in
Florida, McCaulley also reports that INTP freshmen entering the
University of Florida ranked first in placement scores such as the
ACT and SAT tests.

The most consistent findings in Myers' research and in
the studies of Conary, May, and McCaulley is that intuitive types

14

average higher on aptitude measures than sensing types. McCaulley

states that,
Intuitive types, with their greatest interest in and devel-

oped skills with symbols, score higher on most aptitude
tests which are designed (usually by Intuitors) to test

]3McCau11ey, "The Myers-Briggs Type Indicator and the
Teaching Learning Process," p. 4.

]4F. M. Conary, "An Investigation of the Variability of
Behavioral Response of Jungian Psychological Types to Select Educa-
tional Variables" (Ph.D. dissertation, Auburn University, 1965);

C. May, "An Investigation of the Relationship Between Selected
Personality Characteristics of Eighth Grade Students and Their
Achievement in Mathematics" (Ph.D. dissertation, University of
Florida, 1971); Mary H. McCaulley et al., Final Report of Committee
#13: "Myers-Briggs Type Indicator Applications,” University of
Florida Counseling Study (Gainesville, Florida: University of
Florida Typology Laboratory, 1973).
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verbal skills, speed of comprehension, ability to draw refer-
ences . . . the aspect of intelligence sought by introverted
types.15

Table 2.4 illustrates the distinctions between sensing and intuitive

types more clearly.

Table 2.4.--Sensing and intuitive type responses to aptitude and
skill testing.

Type of Test Sensing Types Intuitive Types
Intelligence and aptitude Scored lower than Scored higher
measures (ACT, SCAT, intuitive types than sensitive
SAT, MCAT) types
Direct test of skills Scored same as Scored same as
or higher than or lower than
intuitive types sensing types

Source: Mary H. McCaulley, "The Myers-Briggs Type Indicator and
the Teaching Learning Process," paper presented at the
annual meeting of the American Educational Research Asso-
ciation, Chicago, I1linois, April 4, 1974, pp. 6-7.

Further studies conducted by Myers in studying the frequency
of sensing and intuitive types involved in different levels of
achievement have resulted in the following distribution of success
in scholastic achievement (Table 2.5).

Reynolds and Hope conducted studies attempting to look at

typology as a way to predict success in science counr’ses.]6 After

]5McCaulley, "The Myers-Briggs Type Indicator and the
Teaching Learning Process," p. 5.

]GRichard J. Reynolds and Amy G. Hope, "Typology as a
Moderating Variable in Success in Science," Psychological Reports
26,3 (1970): 715.
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using the Myers-Briggs Type Indicator, they came to the conclusion
that introverts, in all their samples, had the edge in science
achievement criteria over extroverts. Although differences were not
statistically significant, they were consistent in indicating a

slight advantage for introverts.

Table 2.5.--Frequency of sensing and intuitive types at different
levels of scholastic achievement.

Number Level of Scholastic Achievement Sensing Intuitive
671 Finalists for National Merit
Scholarships 17% 83%
3,676 Freshmen at Ivy League Colleges 41% 59%
3,503 Academic 11th and 12th graders,
P.A. high schools 58% 42%
1,430 Nonacademic 11th and 12th graders,
P.A. high schools 85% 15%
500 Adults who did not finish 8th grade 99.6% 0.4%

Source: Isabel Briggs Myers, "Taking Type Into Account in Education,"
in The Governor's Task Force on Disruptive Youth, ed.
F. L. Natter and S. A. Rollin (Tallahassee, Florida: Office
of the Governor, 1974), p. 128.

In correlation with the previous study, Reynolds and Hope
reported that intuitors demonstrated a major advantage over the
sensors, both in science achievement and in the other intellective
variables (GPA, IQ).]7 This was significant in general groups,

although less significant in advanced groups. Apparently in

71bid., p. 716.
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science achievement, some benefit occurs from being both introverted
and intuitive.

Myers has concluded, as a result of many studies with
intuitors and sensors, that sensing children seem to have less use
for school than intuitive children do, that on the average they
make Tower grades and score lower on intelligence tests, and that
they seem to drop out of school far more frequently than the intui-
tive student.]8

The preceding studies have clearly indicated that intui-
tive students seem to perform better in school than sensing stu-
dents. It is possible that if schools were organized in such a
manner as to allow sensing‘students to function more concretely,
their success rate might improve.

Previous studies have been centered primarily upon stan-
dardized measures of achievement, i.e., ACT, SAT, etc. The ques-
tion of how school personality types achieve in relationship to
grade point average, a subjective measure, will be answered in
the following studies. _

Early studies of the Indicator relevant to school performance

have reported correlations of each of the Indicator scales with GPA,]9

]Blsabel Briggs Myers, "Taking Type Into Account in Educa-
tion," in The Governor's Task Force on Disruptive Youth, ed. F. L.
Natter and S. A. Rollin (Tallahassee, Florida: Office of the
Governor, 1974), p. 127.

]glsabel Briggs Myers, "Inferences as to the Nature of Jung's
Types, From the Shape of Regressions of Dependent Variables Upon
Myers-Briggs Type Indicator Scores," American Psychologist 17 (1962):
364; R. C. Nichols and J. L. Holland, "Prediction of the First Year
College Performance of High Aptitude Students," Psychological Mono-
graphs 77,7 (1963); L. J. Strickler and J. Ross, "An Assessment of
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The median correlations over 15 high school and college samples
(Myers) ranged from .06 for the T-F scale to .12 for the S-N scale.
The scale correlations with student's own extracurricular achievement
have also been reported (Michols and Howard). The E-I scales cor-
related significantly with achievement in leadership activities.
Several scales, also including the T-F scale, correlated signifi-
cantly with literary, musical, and graphic art achievement; none
correlated with any significance with scientific achievement.

In addition to the preceding studies, Strickler and Ross
conducted an analysis of variance to investigate mean differences
in GPA and over-under achievement between personality types with
respect to these two criteria.zo No significant results were found

in their studies.

Personality Type and Subject Preference
in Schools

Much information has been previously cited to correlate
success in school with type and relation to academic and stan-
dardized achievement measures. Further information is also avail-
able to show personality preference and preference for specific
academic courses.

In studies involving student populations in relationship

to personality type, Strickler and Ross, after sampling 727 male

Some Structural Properties of the Jungian Personality Typology,"
Journal of Abnormal and Social Psychology 68 (1964): 62-71.

20L. J. Strickler and J. Ross, "Some Correlates of a Jungian
Personality Inventory," Psychological Reports 14 (April 1964):
623-43.
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freshmen using the Strong Vocational Interest Blank, found that
interest in wanting to be a science teacher was correlated with
extroversion and feeling.ZI In studies involving prospective
teachers, McCaulley found that students preparing to become physical
education teachers were sensing types, whereas students wanting
to teach art were more introverted, intuitive, and perceptive than
other educational majors.22
The more recent studies of Hoffman are indicated in Table
2.6, which was developed by Marcia Carlyn. In this table are
indicated subject area and personality preference for the specific
area.23 From the information cited in Table 2.6, we can under-
stand that intuitive students prefer areas of literature and fine

arts. Sensing types prefer mathematics and physical education

over other subjects.

School Climate

Studies reporting school climate and its relation to the
success of students with various personality types were not avail-
able in the literature. Some information has been written in specu-
lation of this phenomenon, but research is nonexistent. Studies do

exist, however, relating teacher preference with school climate.

211pid., p. 631.

22McCauHey et al., "Myers-Briggs Type Indicator Applica-
tions," pp. 42-45.

23Jeffrey L. Hoffman, "Personality Relationships Between
Supervising Teachers and Student Teachers as Determined by the
Myers-Briggs Type Indicator" (Ph.D. dissertation, University of
Florida, 1974), pp. 72-74.
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Table 2.6.--Myers-Briggs type preference associated with different
subject areas (N=84).

Subject Area Personality Type
Math/science -sTg?
English/foreign language -NFP
Social studies E---

Fine arts -N-P
Applied arts --T-
Physical education -S--

Source: Marcia Carlyn, "The Relationship Between the Myers-Briggs
Personality Characteristics and Teaching Preferences of
Prospective Teachers" (Ph.D. dissertation, Michigan State
University, 1976), p. 32.

B1ank indicates no specific preference.

Collins conducted a study to see if teachers with differing
personality types preferred different school ch’mates.z4 Two hundred
elementary teachers in 12 school districts completed the Myers-Briggs
Type Indicator and two questionnaires designed to measure teacher
satisfaction and teacher perception of the organizational climate
of their schools. Schools with many rules and regulations were
characterized as having "closed" climates, and schools with fewer
rules and a principal who was actively involved in the educational
process were considered to have "open" climates. Collins showed the

extroverted intuitors favored "open" climates and had lower

24James A. Collins, "Individual Personality and Organizational
Climate" (Ph.D. dissertation, Claremont Graduate School, 1965).
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satisfaction with "closed" educational climates. Sensing, feeling
types appeared quite satisfied in either "open" or "closed" cli-
mates. Individual personality was thus shown to be significantly
related to performance for specific school climates and job satis-
faction.

With the previous information indicating school climate is
related to satisfaction levels of personality types, some further
research and discussion are available for the improvement and support
of programs and climates for persons of different personality types.

Bowling, while Studying personality types of pathologists
and medical technologists, found that personality types seem to
correspond well to being given areas of responsibility that corre-

25 She concluded that educational

late with their preference scores.
programs should be structured that allow for similarities and dif-
ferences between individuals for optimal education to take place.
Further studies seem to imply that teachers who have used
the Indicator as classroom information report that when programs
are individualized, students do learn consistently with their types.
Type differences have been found in creativity, intelligence, and

sociometric reputation in eighth graders;26 in persistence in

25Cinnie Esterle Bowling, "The Jungian Personality Types of
Pathologists and Selected Medical Technologists in the State of
Florida" (Ph.D. dissertation, University of Florida, 1973).

26E. Barberousse, "An Investigation of Eighth Grade Stu-
dents' Behavioral Responses on Creativity Criteria Intelligence
and Sociometric Choices in Relation to Their Jungian Psychological
Types" (Ph.D. dissertation, Auburn University, 1965).
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advanced placement programs in high schoo];27 and in student-teacher

interaction in college skills course work, including reading.28
According to Soar, the school climate could be improved

for students by the inclusion of two main areas--freedom of movement

29 He also contends in his studies

and the freedom of learning task.
that students need both "wiggle-room" and structure if they are to
Tearn properly.

One major problem in the development and improvement of
school climate is that educators responsible for its development
usually develop climates closest to their own style of learning.
McCaulley indicates that traditionalists (sensing-thinking-judging)
are demanding discipline and the three R's, whereas humanists

(intuitor-feeling-perception) are encouraging unstructured school

models with "open" classrooms and curricu]um.30 Both approaches

27N. B. Helton, "A Comparative Analysis of Selected Char-
acteristics of Intellectually Superior Male Students Who Persist and
Those Who Do Not Persist in an Advanced Placement Program" (Ph.D.
dissertation, North Texas State University, 1964); R. P. Norris,
"A Comparative Analysis of Selected Characteristics of Intellectually
Superior Female Students Who Persisted and Those Who Did Not Persist
in an Advanced Placement Program" (Ph.D. dissertation, North Texas
State University, 1964).

283 R. Fritz and C. D. Schmidt, "The Effects of Teacher-
Student Similarity in an Educational Skills Course," USOE, Coopera-
tive)Research Project No. S-217 (Columbus: Ohio State University,
1965).

29R. Soar, "Florida Climate and Control (FLACCS)" Manual
(Gainesville: Institute for Development of Human Resources, Uni-
versity of Florida, 1971). (Mimeographed.)

3OMar_y H. McCaulley and Frank L. Natter, "Type Development:
An Educational Objective," in The Governor's Task Force on Disrup-
tive Youth, ed. F. L. Natter and S. A. Rollin (Tallahassee, Florida:
Office of the Governor, 1974), p. 206.
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will work in schools, but not with all students being subjected to
their structures. McCaulley states that "rather than downplaying
qualities of value by the other, both approaches could develop edu-
cational experiences to meet the needs of all types of students."3]
A1l the previous research reported has dealt with person-
ality type as it relates to the educational process, subject and
learning preference in schools, and its relationship to school

climate. There was no research reported that would show the effects

different types of scheduling procedures have on personality type.

Summary

There have been numerous studies conducted with the Myers-
Briggs Type Indicator in relation to the educational process. The
studies reported upon did not reflect how different personality
types function under different scheduling processes, but a number
of findings were reported, and are summarized below.

1. The basic purpose of the Myers-Briggs Type Indicator
is to implement the Jungian theory of personality type. The Indi-
cator was developed to distinguish the way in which a person pre-
fers to use the processes of perception and judgment. Preference
types are listed in Table 2.1.

2. There is some evidence to indicate that each preference
type has a preferred learning style.

3. There is some evidence to indicate that intuitive types

achieve more success in school than sensing types.

31pid.
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4. There is some evidence that personality types are
attracted to specific subject areas. Findings indicate that
(a) extroverts prefer‘to work in areas of social studies; (b) sen-
sors prefer mathematics, science, and physical education; (c) intui-
tors prefer language arts and fine arts; (d) perceivers prefer fine
arts; (e) thinkers prefer areas of mathematics, science, and applied
arts; and (f) judgers prefer mathematics and science.

5. There is some evidence to show that school climate is
related to satisfaction level of personality types.

6. There is evidence to show one treatment or educational
process may not be adequate for personality type satisfaction and
proper educational development.

7. The question of whether scheduling differences will have

any significant effect upon personality type has not been determined.



CHAPTER III

DESIGN OF THE STUDY

This chapter contains a description of the methodology and
procedures used to carry out this study. The sample, procedure,
hypotheses, Myers-Briggs Type Indicator, Personal Data Question-
naire, and statistical analysis used in this study are described in

the present chapter.

Sample
The population sampled consisted of 240 students from two

neighboring high schools in Colorado Springs, Colorado. One sample
of 120 students was selected from a high school that operates under
a system of flexible scheduling. The other sample of 120 students
was selected from a high school that operates under a system of tra-
ditional scheduling. Both high schools, from which the sample was
drawn, house approximately 1,200 students in grades 10, 11, and 12.
Approximately 10 percent, or 120 students, were selected for study

from each of the two high schools.

Sample Selection

The cluster sampling technique was used for selection pur-
poses in this study. The use of the cluster sampling technique was
necessary in that the flexibly scheduled school indicated that it
would need to control the procedure in accordance with its particular

31
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school and district policies. The flexibly scheduled school
selected samples from classes that their students were required to
take in order to meet graduation requirements. These classes con-
sisted of three English courses and two social studies courses with
student participants ranging from grades 10 through 12. The sample
from the traditional school was obtained from the same cluster
sampling technique the flexible school used for purposes of making
sampling procedures consistent. The students from three English
classes and two social studies classes were selected from the tra-
ditional school for the study. Because the focus of this study is
upon specific personality types and their functioning ability,
within two public school settings, divisions will not be made

separating sex and grade levels of students sampled.

Research Questions and Hypotheses

For the purpose of this study, six questions were designed
and answered. The research questions are as follows:

Research Question I: What is the personality type distribution
between students attending a flexibly scheduled school as
opposed to those students attending a traditionally scheduled
school?

Research Question II: What differences exist with student per-
sonality types in relationship to attendance measures when

flexibly scheduled as opposed to being traditinally scheduled?

Null Hypothesis 1: There will be no significant difference
between student personality types and daily attendance
rates when flexibly or traditionally scheduled.

Null Hypothesis 2: There will be no significant difference
between student personality types and period absence
rates when flexibly or traditionally scheduled.
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Research Question III: What differences exist in student per-
sonality types in relation to grade point average when
flexibly scheduled as opposed to being traditionally
scheduled?

Null Hypothesis 3: There will be no significant difference
between student personality types and grade point
average when flexibly or traditionally scheduled.

Research Question IV: What differences exist in student per-
sonality types in relation to their attitudes toward attend-
ing school when flexibly scheduled as opposed to being
traditionally scheduled?

Null Hypothesis 4: There will be no significant difference
between student personality types and their attitude
toward attending school when flexibly or traditionally
scheduled.

Research Question V: What differences exist in student per-
sonality types in relation to extracurricular school
activities a student is involved in when flexibly scheduled
as opposed to being traditionally scheduled?

Null Hypothesis 5: There will be no significant difference
between student personality types and involvement in
extracurricular activities when flexibly or traditionally
scheduled.

Research Question VI: What differences exist in student per-
sonality types in relation to their attitude toward school
course work when flexibly scheduled as opposed to being
traditionally scheduled?

Null Hypothesis 6: There will be no significant difference
between student personality types and their attitude
toward school course work when flexibly or traditionally
scheduled.

Sources of Data

There were three sources of data used for this study:
(1) the Myers-Briggs Type Indicator (see Appendix A), (2) Personal

Data Questionnaire (see Appendix B), and (3) student school records.
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Instrumentation

The Myers-Briggs Type Indicator is presented in Appendix A.

It is a self-report instrument designed to measure the dimensions
of personality based on Carl Jung's Theory of Personality. The
Indicator consists of 166 items designed to indicate preference in
the following areas: (1) Extroversion or Introversion, (2) Sensa-
tion or Intuition, (3) Thinking or Feeling, and (4) Judgment or
Perception. These indicators were hand scored and the results were
transferred to I.B.M. computer cards.

As previously indicated in Chapter II, the split-half
reliabilities for type categories, computed by applying the Spearman-
Brown Prophecy Formula to Tetrachoric r, are reported for E-I to
range from .74 to .88, for S-N from .77 to .88, for T-F from .66

to .90, and for J-P from .88 to .93.!

In Myers' research, under-
achieving samples show lower internal consistency correlations in
the thinking-feeling preference. A mofe complete description of
the Myers-Briggs Type Indicator is presented in Chapter II.

The Personal Data Questionnaire is a self-report instrument

which was constructed for this study. The Questionnaire consists
of 10 items designed to measure student attitude toward school,
extracurricular involvement, and specific areas of subject interest.
The Questionnaire was hand scored and the results were transferred
to I1.B.M. computer cards. The scoring procedure was arranged so

the positive responses were indicated by higher numbers. A "yes"

]Myers, The Myers-Briggs Type Indicator, Manual, p. 206.
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response was scored as "1," and a "no" response was scored as
a"o."

A pilot study was conducted with the Myers-Briggs Type
Indicator and the Personal Data Questionnaire with 31 students.
This study revealed that both instruments could be completed in
one 50-minute class period. After the instruments were completed
by students, discussions indicated that there seemed to be no
ambiguous, misleading, or uninterpretive questions. The Personal
Data Questionnaire is presented in Appendix B and is assumed to

have reasonable content validity.

School Records

Data were received from individual student school records
for the entire 1975-1976 school year. Information obtained included
the following:

a. grade point average for the student's entire high school

experience

b. attendance reports for the number of days a student was

absent during the 1975-1976 school year

c. attendance reports for the number of periods a student

had been absent, excluding daily absences, during the

1975-1976 school year

Statistical Analysis

The hypotheses of this study were tested using standard
statistical procedures. Each subject's scores or responses were

placed on I.B.M. computer cards and sent to the University of
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Colorado, Colorado Springs extension, where the raw data were
analyzed by an I1.B.M. 360 computer. Means, standard deviations,

and intercorrelations for all measures were obtained. Each research
question was then analyzed by using a two-way analysis of variance.
Scheffé and Bonferroni post-hoc tests were used to isolate differ-

ences when significant F-ratios were found.

Summary
The major problem of this study was to examine if personality

types achieve and function differently if flexibly or traditionally
scheduled in high schools. The sample, sample selection, research
questions, hypotheses, sources of data, and statistical procedures
were discussed in this chapter.

The statistical analysis of data gathered will be presented
in the following chapter.



CHAPTER IV

ANALYSIS OF THE DATA

~ The primary purpose of this study was to find out if per-
sonality types, as measured by the Myers-Briggs Type Indicator,
function differently in the areas of attendance, grade point average,
attitude toward school, attitude toward subject matter, and involve-
ment in extracurricular activities when subjected to scheduling
practices of a flexible or traditional school structure.

Data were gathered from a flexibly scheduled school and a
traditionally scheduled school in the form of personality preference
type (measured by the Myers-Briggs Type Indicator), responses from
a self-report ques;ionnaire (Personal Data Questionnaire), and stu-
dent records for the 1975-1976 school year. In addition, six
research questions were established to elicit descriptive data and
determine whether there were any differences in the way personality
types function under different scheduling practices.

In this chapter research questions are evaluated in the
order of their presentation in Chapter III. A discussion of the

findings appears in Chapter V.

Analysis of Research Question I

Research Question I: What is the personality type distribution
between students attending a flexibly scheduled school as
opposed to those students attending a traditionally scheduled
school?

37
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Upon completion of the Indicator, the writer hand-scored
each answer sheet and constructed Tables 4.1 and 4.2. Type Table 4.1
illustrates the 16 possible four-letter profiles and their distribu-
tion in the flexibly scheduled school. Table 4.2 illustrates the
same profiles as they are distributed in the,traditionally scheduled

school.

Analysis of Research for Questions II-VI

Analyses of the data for the five null hypotheses derived
from Research Questions II-VI follow. Means, standard deviations,
and intercorrelations for all measures were obtained. These ques-
tions were analyzed by using a factorial analysis of variance.

An intercorrelation matrix was obtained (Table 4.3), in
order to determine the degree of relationship among the measures
used in the present study.

Significant negative correlations (p<.01) were obtained for
the Type of School Comparison with number of days absent and
number of absent periods. In other words, those students attend-
ing the flexibly scheduled school had significantly greater numbers
of absent days and periods as compared to those students in the
traditionally scheduled program. In addition, a significant posi-
tive correlation (p<.05) was obtained for the Type of School Com-
parison with grade point average (GPA). This indicates that the
traditional school had a significantly higher GPA than the flexibly

scheduled school.



Myers-Briggs Type Indicator

Table 4.1.--Flexibly scheduled school population--120 students in
grades 10-12.
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Type Table

SENSING TYPES INTUITIVE TYPES
with THINKING with FEELING with FEELING with THINKING
ISTJ ISFJ INFJ INTJ
N= 4 |[N= 8 [N= 3 [N= 3
%= 3.3 | %= 6.7 |%= 2.5 | %= 2.5
ISTP ISFP INFP | INTP
= 5 = 8 [N= 10 = 3
%= 4.2 |%= 6.7 |%= 8.3 |%= 2.5
ESTP ESFP | ENFP | ENTP
= 5 =12 | N= 30 = 7
%= 4,2 |%=10 |%= 25 |%= 5.8
ESTJ ESFJ ENFJ | ENTJ
N= 6 = 9 [N= 4 = 3
%= 5 |%= 7.5 |[%= 3.3 |%= 2.5

NOTES:

ONlIoanr

JAILdIDYId

3AILdIDYId

ONIoanr

S1Y3IAOYLNI

SLYIAVILXI

N Percent
E 76 63
I 44 37
S 57 48
N 63 52
T 36 30
F 84 70
J 40 33
P 80 67
J 18 15
P 26 22
EP 54 45
EJ 22 18
ST 20 17
SF 37 30
NF 47 40
NT 16 13
SJ 27 23
SP 30 25
NP 50 42
NJ 13 10
TJ 16 13
™’ 20 17
FP 60 50
FJ 24 20
IN 19 16
EN 44 37
IS 25 20
ES 32 27




Myers-Briggs Type Indicator

40

Type Table

Table 4.2.--Traditionally scheduled school population--120 students in
grades 10-12.

SENSING TYPES INTUITIVE TYPES
with THINKING with FEELING with FEELING with THINKING
ISTJ ISFJ INFJ INTJ
N= 4 N= b5 N= 4 N= 3
%= 3.3 | %= 5 %= 3.3 | %= 2.5
ISTP ISFP INFP INTP
= 6 N= 9 N= 15 = 3
%= 5 %= 7.5 | %=12.5 | %= 2.5
ESTP ESFP | ENFP | ENTP
N= 2 N= 9 N= 3] N= 7
%= 1.7 | %= 7.5 | %=25.8 | %= 5.8
ESTJ ESFJ ENFJ | ENTJ
= 7 = 6 = 5§ | N= 3
%= 5.8 [%= 5 %= 4.2 | %= 2.5

NOTES:

ONioanr

3AILdIDNId

3AILdIDVId

ONIoanr

SLY¥3IAOYULNI

SLYIAVELXT

N Percent
E 70 58
i 50 42
S 49 41
N 71 59
T 35 29
F 85 n
J 38 32
[ 82 68
J 17 14
P 33 28
EP 49 41
EJ 21 17
ST 19 16
SF 30 25
NF 55 46
NT 16 13
SJ 23 19
SP 26 22
NP 56 47
NJ 15 12
TJ 17 14
™ 18 15
FP 64 53
FJ 21 18
IN 25 21
EN 46 38
IS 25 21
ES 24 20
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Research Question II: What differences exist with student per-
sonality type in relationship to attendance measures when
flexibly scheduled as compared to being traditionally
scheduled?

Null Hypothesis 1: There will be no significant difference
between student personality type and daily attendance
rates when flexibly or traditionally scheduled.

After the computation of personality types and the accumu-
lation of school attendance records, means and standard deviations
were obtained for the flexibly scheduled school and the traditionally
scheduled school, depicted in Table 4.4.

A 2 (type of school) x 16 (personality type) analysis of
variance was conducted with number of absent days as the dependent
measure to determine significant differences among the groups
(Table 4.5). A significant main effect was found for the type of
school (p<.01). The flexibly scheduled students missed a greater
number of days (X = 9.93 days) as compared to the traditional school

students (X = 5.77 days).

Table 4.5.--Analysis of variance schools by personality type with
number of absent days as the dependent variable.

Source SS df MS F
A (type of school) 1,041.66 1 1,041.66 25.63
B (personality type) 533.94 15 35.60 0.88
AB 507.86 15 33.86 0.83
Within 8,455.13 208 40.65
Total 10,538.60 239

F .99 (1,208) = 6.76 F .95 (15,208) = 1.72
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Table 4.4.--Means and standard deviations for number of absent days.

ettty e Traditionl oy

Type N X sD. N X SD. N X S.D.
ISTJ 4 9.00 8.49 4 10.75 6.80 8 9.88 7.65
ISFJ 8 10.13 9.58 4.67 5.72 14 7.79 7.93
INFJ 3 7.33 4.04 4 425 .96 7 5.57 2.28
INTJ 3 2.00 200 3 2.67 2.08 6 2.33 2.04
ISTP. 5 11.20 5.26 6 7.33 9.29 11 9.09 7.46
ISFP 8 10.63 8.6 9 7.22 552 17 8.82 6.76
INFP 10 10.50 9.13 15 5.33 5.56 25 7.40 6.99
INTP 3 11.33 7.37 3 5.33 6.66 6 8.33 7.02
ESTP 5 10.00 1.41 2 7.50 3.5 7 9.29 2.02
ESFP 12 9.83 5.46 9 8.3310.56 21 9.19 7.65
ENFP 30 9.40 6.46 31 5.68 4.43 61 7.50 5.43
ENTP 7 13.29 7.57 7 471 2.21 14 9.00 4.89
ESTY 6 17.0010.77 7 3.86 3.63 13 9.92 6.93
ESFJ 9 6.89 5.04 6 4.67 4.76 15 6.00 4.93
ENFJ 4 7.80 4.27 5 3.40 3.21 9 5.33 3.68
ENTJ 3 9.67 5.8 3 6.67 551 6 8.17 5.69

Total 120 9.93 6.66 120 5.77 5.18 240 7.85 6.64
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A significant main effect for personality type was not
obtained (p>.05). 1In addition, a significant interaction between
personality type and school was not obtained (p>.05). Thus, it was
not possible to reject the null hypothesis for this research
question.

Research Question II: What differences exist with student per-
sonality types in relationship to attendance measures when

flexibly scheduled as opposed to being traditionally
scheduled?

Null Hypothesis 2: There will be no significant difference
between student personality types and period absence
rates when flexibly or traditionally scheduled.

After the accumulation of data relating to personality types
and period absence rates, means and standard deviations were obtained
for the flexibly scheduled school and the traditionally scheduled
school (Table 4.6).

A 2 (type of school) x 16 (personality type) analysis of

variance was conducted with period absences as the dependent measure
to determine significant differences among the groups (Table 4.7).
A significant difference was found for the type of school (p<.01).
The flexibly scheduled students missed a greater number of periods
(X = 18.56 periods) as compared to the traditional school students
(X = 5.23 periods).

A significant main effect for personality type was not
obtained (p>.05). In addition, a significant interaction between
personality type and school was not obtained (p>.05). Thus, it
was not possible to reject the null hypothesis for this research

question.
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Table 4.6.--Means and standard deviations for number of absent periods.

Flexible

Traditional

Personality School School Total

Type N X s.Db. N X SD. N X  S.D.
ISTJ 4 8.50 8.35 4 15.00 15.90 8 11.75 12.13
ISFJ 8 20.12 23.38 6 .50 1.22 14 11.71 13.88
INFJ 3 9.66 1.15 4 4.25 6.56 7 6.57 4.24
INTJ 3 2.66 3.06 3 .66 1.15 6 1.67 2.1
ISTP 5 27.40 13.20 6 1.50 1.76 11 13.27 6.9
ISFP 8 21.25 21.46 9 8.77 13.50 17 14.65 17.25
INFP 10 7.00 8.00 15 9.13 17.12 25 8.28 13.45
INTP 3 46.66 56.90 3 3.00 2.65 6 24.83 29.78
ESTP 5 15.20 20.13 2 4.00 2.83 7 12.00 15.19
ESFP 12 25.66 20.90 9 7.77 13.88 21 18.00 17.90
ENFP 30 21.80 29.00 31 4.23 8.54 61 12.87 18.60
ENTP 7 21.00 14.14 7 4.29 9.18 14 12.64 11.66
ESTJ 6 8.00 5.06 7 .8 1.25 13 4.15 3.00
ESFJ 9 19.77 24.72 6 8.33 14.57 15 15.20 20.66
ENFJ 4 11.25 11.41 5 3.20 6.10 9 6.78 8.46
ENTJ 3 5.66 4.93 3 2.33 2.52 6 4.00 3.72

Total 120 18.56 19.63 120 5.23 9.09 240 11.90 18.77
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Table 4.7.--Analysis of variance schools by personality type with
absent periods as the dependent variable.

Source SS df MS F
A (type of school) 10,507.26 1 10,507.26 33.92
B (personality type 4,708.44 15 313.90 1.01
AB 4,638.31 15 309.22 1.00
Within 64,435.58 208 309.79
Total 84,289.60 239
F .99 (1,208) = 6.76 F .95 (15,208) = 1.72

Research Question III: What differences exist in student per-
sonality types in relation to grade point average when
flexibly scheduled as opposed to being traditionally
scheduled?

Null Hypothesis 3: There will be no significant difference
between student personality types and grade point average
when flexibly or traditionally scheduled.

Data were gathered for personality types and grade point
averages (GPA's) of students sampled in the flexibly and traditionally
scheduled schools. Means and standard deviations for these measures
are depicted in Table 4.8.

A 2 (type of school) x 16 (personality type) analysis of
variance was conducted with grade point average as the dependent
measure to determine significant differences among the groups
(Table 4.9). A significant main effect was found for the type of
school (p<.01). The traditionally scheduled students had a higher
grade point average (X = 3.02 GPA) as compared to the flexibly
scheduled students (X = 2.68 GPA).
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Table 4.8.--Means and standard deviations for grade point average.

Flexible

Traditional

Personality School School Total
Type N X S.D. N X S.D. N X S.D.
ISTJ 4 2.88 .77 4 2,79 .93 8 2.83 .85
ISFJ 8 2.57 .76 6 3.38 .37 14 2.92 .59
INFJ 3 1.92 1.27 4 3.07 .31 7 2.58 .72
INTJ 3 3.30 .69 3 3.40 .17 6 3.35 .43
ISTP 5 2.27 .45 6 3.49 .30 11 2.94 .37
ISFP 8 2.59 .54 9 2.32 1.00 17 2.45 .78
INFP 10 3.07 .38 15 2.78 .56 25 2.90 .49
INTP 3 2.38 .54 3 3.33 .48 6 2.86 .51
ESTP 5 2.89 .53 2 2.60 .04 7 2.81 .39
ESFP 12 2.05 .85 9 2.75 .45 21 2.35 .68
ENFP 30 2.27 .77 31 3.13 .50 61 2.93 .63
ENTP 7 2.95. .75 7 3.1 .60 14 3.04 .68
ESTJ 6 2.73 .74 7 3.09 .58 13 2.93 .65
ESFJ 9 2.73 .93 6 2.88 .82 15 2.79 .89
ENFJ 4 3.23 .85 5 3.28 .44 9 3.26 .62
ENTJ 3 3.00 .47 3 3.7 .19 6 3.36 .33

Total 120 2.68 .72 120 3.02 .53 240 2.85 .72
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Table 4.9.--Analysis of variance schools by personality type with
grade point average as the dependent variable.

Source SS df MS F
A (type of school) 7.06 1 7.06 16.25
B (personality type) .14.37 15 0.96 2.20
AB 10.35 15 0.69 1.59
Within 90;42 208 0.43
Total 122.20 239
F .95 (1,208) = 3.89 F .95 (15,208) = 1.72

A significant main effect for personality type was obtained
(p<.05). Due to this statistical significance, a Scheffé post-hoc
comparison reports the differences in ranked mean scores (Table 4.10).

None of these differences was found significant. Therefore
the more powerful Bonferroni Test was conducted to determine if dif-
ferences between cell means and combinations of cell means were
significant. Table 4.11 reports the contrasts and their 95 percent
confidence intervals.

Of the 12 contrasts selected, 10 were found to be significant
at the 95 percent level of confidence. An analysis of the post-hoc
analysis indicates that, in most cases, the intuitive-thinking (NT)
combination of personality traits achieves more favorably in grade
point average tabulation than the sensing-feeling (SF) combination of
personality traits. In other cases, intuitive-feeling (NF) achieves

more favorably than the sensing-feeling (SF) personality mode. In
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all cases, the N portion of personality seems to be a factor in
grade point achievement.

A significant interaction between school and personality
type was not obtained (p>.05). Therefore, it was not possible to
reject the null hypothesis for this research question.

Research Question IV: What differences exist in student per-
sonality types in relation to their attitudes toward

attending school when flexibly scheduled as opposed to
being traditionally scheduled?

Null Hypothesis 4: There will be no significant difference
between student personality types and their attitude toward
attending school when flexibly or traditionally scheduled.

Respondents were asked to indicate their attitude about
attending their school in Question 1 of the Personal Data Question-
naire ("Do you enjoy coming to school most of the time?"). Data
were gathered for personality types of students attending the
flexibly and traditionally scheduled schools as well as their
responses to Question 1. Means and standard deviations for these
measures are depicted in Table 4.12.

A 2 (type of school) x 16 (personality type) analysis of
variance was conducted with attitude toward attending school as
the dependent measure to determine significant difference among the
groups (Table 4.13). A significant main effect was found for the
type of school (p<.01). The flexibly scheduled students indicated
a more positive attitude toward attending school (X = .88 attitude)
as compared to the traditionally scheduled students (X = .74
attitude).



Table 4.12.--Means and standard deviations for Question 1.
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Flexible

Traditional

Personality School School Total
Type N X s.D. N X S.D. N X S.D.
ISTY 4 1.00 .00 4 .50 .58 8 .75 .29
ISFJ 8 1.00 .00 6 1.00 .00 14 1.00 .00
INFJ 3 1.00 .00 4 .75 .50 7 .86 .29
INTJ 3 .67 .58 3 .67 .58 6 .67 .58
ISTP 5 .80 .45 6 .83 1.29 11 .82 .91
ISFP 8 1.00 .00 9 .44 .53 17 .7 .28
INFP 10 .80 .42 15 .60 .51 25 .68 .47
INTP 3 .33 .58 3 1.00 .00 6 .67 .29
ESTP 5 1.00 .00 2 .50 .7 7 .86 .20
ESFP 12 .83 .39 9 .67 .50 21 .76 .44
ENFP 30 .93 .25 31 .84 .37 61 .88 .31
ENTP 7 .71 .49 7 .43 .53 14 .57 .51
ESTJ 6 1.00 .00 7 .86 .38 13 .92 .20
ESFJ 9 .89 .33 6 .83 .41 15 .87 .35
ENFJ 4 .75 .50 5 1.00 .00 9 .89 .22
ENTJ 3 1.00 .00 3 1.00 .00 6 1.00 .00

Total 120 .88 .25 120 .74 .44 240 .81 .39
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Table 4.13.--Analysis of variance schools by personality type with
Question 1 as the dependent variable.

Source SS df MS F
A (type of school) 1.20 1 1.20 8.48
B (personality type) 3.10 15 0.21 1.46
AB . 2.76 15 0.18 1.30
Within 29.50 208 0.14
Total 36.56
F .99 (1,208) = 6.76 F .95 (15,208) = 1.72

A significant main effect for personality type was not
obtained (p>.05). In addition, a significant interaction between
personality type and school was not obtained (p>.05). Thus, it was
not possible to reject the null hypothesis for this research question.

Research Question V: What differences exist in student person-
ality types in relation to extracurricular school activities

a student is involved in when flexibly scheduled as opposed
to being traditionally scheduled?

Null Hypothesis 5: There will be no significant difference
~ between student personality types and involvement in
extracurricular activities when flexibly or traditionally
scheduled.

Respondents were asked to indicate their involvement in
extracurricular activities by answering Questions 2, 3, and 4 of the
Personal Data Questionnaire. Data were gathered for each question
as well as personality type of students sampled from the flexibly
and traditionally scheduled schools. Mean, standard deviation, and
analysis of variance tables follow for Questions 2, 3, and 4 of the

Personal Data Questionnaire.
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Means and standard deviations for Question 2 of the Personal
Data Questionnaire ("Are you involved in extracurricular school
activities?") and the respondents' personality types are depicted
in Table 4.14.

A 2 (type of school) x 16 (personality type) analysis of
variance was conducted with Question 2 of the Personal Data
Questionnaire as the dependent measure to determine significant dif-
ference among the groups (Table 4.15). A significant main effect

was not obtained for type of school (p>.05).

Table 4.15.--Analysis of variance schools by personality type with
Question 2 as the dependent variable.

Source SS df MS F
A (type of school) 0.60 1 .60 2.44
B (personality type) 3.43 15 .23 0.93
AB 4.88 15 .33 1.33
Within 51.07 208 .25

Total 59.98 239

F .95 (1,208) = 3.89 F .95 (15,208) = 1.72

A significant main effect was not obtained for personality
type (p>.05). Also, a significant interaction between personality
type and school was not obtained (p>.05). Thus, it was not possible
to reject the null hypothesis for this research question in relation

to Question 2 of the Personal Data Questionnaire.
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Table 4.14.--Means and standard deviations for Question 2.

e Tm O v
Type N X s.p. N X s.D. N X S.D.
ISTJ 4 .75 .50 4 .50 .58 8 .63 .54
ISFJ 8 .50 .53 6 .83 .41 14 .64 .48
INFJ 3 1.00 .00 4 .50 .58 7 .71 .33
INTJ 3 .33 .58 3 .67 .58 6 .50 .58
ISTP 5 .20 .45 6 .33 .52 11 .27 .49
ISFP 8 .38 .52 9 .11 .33 17 .24 .42
INFP 10 .60 .52 15 .60 .51 25 .60 .51
INTP 3 .33 .58 3 .33 .58 6 .33 .58
ESTP 5 .80 .45 2 .00 .00 7 .57 .32
ESFP 12 .33 .49 9 .5 .53 21 .43 .51
ENFP 30 .47 .51 31 .68 .48 61 .58 .49
ENTP 7 .29 .49 7 .71 .49 14 .50 .49
ESTY 6 .50 .55 7 .43 .53 13 .46 .54
ESFJ 9 .44 .53 6 .50 .55 15 .47 .54
ENFJ 4 .50 .58 5 .60 .55 9 .56 .56
ENTY 3 .00 .00 3 1.00 .00 6 .50 .00

Total 120 .46 .49 120 .56 .48 240 .51 .50
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Means and standard deviations for Question 3 of the Personal
Data Questionnaire ("When involved in extracurricular activities, do
you function in a leadership role?") and the respondents' personality
types are depicted in Table 4.16.

A 2 (type of school) x16 (personality type) analysis of
variance was conducted with Question 3 of the Personal Data Ques-
tionnaire as the dependent measure to determine significant differ-
ences among the groups (Table 4.17). A significant main effect was

not obtained for type of school (p>.05).

Table 4.17.--Analysis of variance schools by personality type with
Question 3 as the dependent variable.

Source SS df MS F
A (type of school) 0.15 1 .15 0.98
B (personality type) 3.08 15 .21 1.33
AB 1.98 15 .13 0.86
Within 31.97 208 .15

Total 37.18 239

F .95 (1,208) = 3.89 F .95 (15,208) = 1.72

A significant main effect was not obtained for personality
type (p>.05). Also, a significant interaction between personality
type and school was not obtained (p>.05). Thus, it was not possible
to reject the null hypothesis for this research question in relation

to Question 3 of the Personal Data Questionnaire.
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Table 4.16.--Means and standard deviations for Question 3.

Personality F;g;;?}e Traglﬁ;g?al Total
Type N X s.D. N X S.D. N X
ISTJ 4 .25 .50 4 .50 .58 8 .38
ISFJ 8 .00 .00 6 .17 .4 14 .07
INFJ 3 .33 .58 4 .00 .00 7 .14
INTJ 3 .00 .00 3 .00 .00 6 .00
ISTP 5 .00 .00 6 .17 .4 11 .09
ISFP 8 .13 .35 9 .1 .33 17 .12
INFP 10 .00 .00 15 .07 .26 25 .04
INTP 3 .33 .58 3 .33 .58 6 .33
ESTP 5 .20 .45 2 .00 .00 7 .14
ESFP 12 .17 .39 9 .00 .00 21 .70
ENFP 30 .30 .47 31 .29 .46 61 .30
ENTP 7 .00 .00 7 .43 .53 14 .21
ESTY 6 .00 .00 7 .43 .53 13 .23
ESFJ 9 .22 .44 6 1.70 .41 15 .20
ENFJ 4 .25 .50 5 .20 .45 9 .22
ENTJ 3 .33 .58 3 .67 .58 6 .50

Total 120 .17 .31 120 .22 .37 240 .20
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Means and standard deviations for Question 4 of the Personal

Data Questionnaire ("Are you actively involved in organized outside

activities not related to school1?") and the respondents' personality

types are depicted in Table 4.18.

A 2 (type of school) x 16 (personality type) analysis of

variance was conducted with Question 4 of the Personal Data Ques-

tionnaire as the dependent measure to determine significant differ-

ences among groups (Table 4.19). A significant main effect was

obtained for the type of school (p<.01). The traditionally scheduled

students indicated more involvement in activities outside of school

(X = .56 outside activities) as compared to the flexibly scheduled

students (X = .44 outside activities).

Table 4.19.--Analysis of variance schools by personality type with

Question 4 as the dependent variable.

Source SS df MS F
A (type of scﬁool) 1.07 1 1.07 4.37
B (personality type) 1.24 15 0.35 1.43
AB 2.86 15 0.19 0.78
Within 50.82 208 0.24

Total 59.98 239

F .95 (1,208) = 3.89 F .95 (15,208) = 1.72
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Table 4.18.--Means and standard deviations for Question 4.

Flexib]l

e

Traditional

Personality School School Total
Type N X s.D. N X S.D. N X S.D.
ISTJ 4 .25 .50 4 .50 .58 8 .38 .54
ISFJ 8 .13 .35 6 .50 .55 14 .29 .44
INFJ 3 .33 .58 4 1.00 .00 7 .M .25
INTJ 3 .00 .00 3 .33 .58 6 .17 .29
ISTP 5 .20 .48 6 .50 .55 11 .36 .52
ISFP 8 .50 .53 9 .56 .53 17 .53 .53
INFP 10 .60 .52 15 .40 .51 25 .48 .51
INTP 3 .67 .58 3 .67 .58 6 .67 .58
ESTP 5 .20 .48 2 .50 .7 7 .29 .55
ESFP 12 .42 .51 9 .56 .53 21 .48 .52
ENFP 30 .43 .50 31 .65 .49 61 .54 .49
ENTP 7 .8 .38 7 .86 .38 14 .8 .38
ESTJ 6 .17 .4 7 .57 .53 13 .38 .47
ESFJ 9 .5 .53 6 .50 .55 15 .53 .54
ENFJ 4 .75 .50 5 .40 .55 9 .56 .53
ENTJ 3 1.00 .00 3 .67 .58 6 .83 .29

Total 120 .44 .46 120 .56 .50 240 .50 .50
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A significant main effect was not obtained for personality
"~ type (p>.05). Also, a significant interaction between personality
type and school was not obtained (p>.05). Thus it was not possible
to reject the null hypothesis for this research question in relation
to Question 4 of the Personal Data Questionnaire.
Research Question VI: What differences exist in student per-
sonality types in relation to their attitude toward school

course work when flexibly scheduled as opposed to being
traditionally scheduled?

Null Hypothesis 6: There will be no significant difference
between student personality types and their attitude
toward school course work when flexibly or tradi-
tionally scheduled.

Respondents were asked to indicate their attitudes toward
specific academic areas by answering Questions 5 through 10 of
the Personal Data Questionnaire. Data were gathered relating to
personality type and responses to Questions 5 through 10 from both
the flexibly scheduled and traditionally scheduledrstudents.

Means, standard deviations, and analysis of variance tables follow
for Questions 5 through 10 of the Personal Data Questionnaire.

Means and standard deviations for Question 5 of the Personal
Data Questionnaire ("How would you feel if you had to take math
or science on a regular basis?") and the respondents' personality
types are depicted in Table 4.20.

A 2 (type of school) x 16 (personality type) analysis of
variance was conducted with Question 5 of the Personal Data Ques-
tionnaire as the dependent measure to determine significant differ-
ences among the groups (Table 4.21). A significant main effect

was obtained for the type of school (p<.01). The traditionally



Table 4.20.--Means and standard deviations for Question 5.
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Personality Fggﬁ;g}e Traglﬁég?a] Total
Type N X s.O. N X s.. N X s.D.
ISTJ 4 4.00 1.41 4 3.50 1.73 8 3.75 1.57
ISFJ 8 2.75 1.39 6 4.00 .63 14 3.29 1.06
INFJ 3 3.67 .58 4 4.50 .58 7 4.14 .58
INTJ 3 4.00 1.73 3 4.33 .58 6 4.17 1.16
ISTP 5 3.20 1.30 6 4.17 .41 11 3.73 .8
ISFP 8 2.38 1.41 9 3.11 1.27 17 2.76 1.34
INFP 10 2.30 1.3 15 3.33 1.45 25 2.92 1.41
INTP 3 233 .58 3 4.33 1.15 6 3.33 .87
ESTP 5 2.80 1.10 2 2.00 1.41 7 2.57 1.19
ESFP 12 2.75 1.22 9 2.89 1.36 21 2.81 1.28
ENFP 30 3.27 1.3 31 3.68 1.22 61 3.48 1.30
ENTP 7 2.71 1.50 7 3.57 1.27 14 3.14 1.39
ESTY 6 3.83 1.17 7 4.43 .53 13 4.15 .83
ESFJ 9 3.78 1.20 6 2.83 1.72 15 3.40 1.41
ENFJ 4 3.50 1.73 5 4.20 .84 9 3.89 1.2
ENTJ 3 2.67 1.53 3 4.67 .58 6 3.67 1.06

Total 120 3.08 1.32 120 3.64 1.13 240 3.36 1.33
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scheduled students indicated a more favorable attitude concerning
math and science courses (X = 3.64 math/science) as compared to

the flexibly scheduled students (X = 3.08 math/science).

Table 4.21.--Analysis of variance schools by personality type with
Question 5 as the dependent variable.

Source SS df MS F
A (type of school) 19.27 1 19.27 11.93
B (personality type) 45.38 15 3.02 1.87
AB 22.80 15 1.52 .94
Within 335.79 208 1.61

Total 423.18 239

F .99 (1,208) = 6.76 F .95 (15,208) = 1.72

A significant main effect was obtained for personality type
(p<.05). Due to this statistical significance, a Scheffé post-hoc
comparison was computed for paired means (Table 4.22). None of
these differences was found significant; therefore, the Bonferroni
Test was run to determine if differences between cell means and
combinations of cell means were significant. Table 4.23 reports
the contrasts and their 95 percent confidence intervals.

Of the 10 contrasts selected, three were found significant
at the 95 percent level of confidence. The Extroverted-Sensing-
Thinking-Judgers (ESTJ's) seem to prefer to take math and science

courses on a regular basis over other personality types.
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A significant interaction between personality type and
school was not obtained (p>.05). Thus, it was not possible to
reject the null hypothesis for this research question in relation
to Question 5 of the Personal Data Questionnaire.

Means and standard deviations for Question 6 of the Personal
Data Questionnaire ("How would you feel if you had to take reading
or English on a regular basis?") and the respondents' personality
types are depicted in Table 4.24.

A 2 (type of school) x 16 (personality type) analysis of
variance was conducted with Question 6 of the Personal Data Ques-
tionnaire as the dependent measure to determine significant differ-
ences among groups (Table 4.25). A significant main effect was

not obtained for the type of school (p>.05).

Table 4.25.--Analysis of variance schools by personality type with
Question 6 as the dependent variable.

Source SS df MS F
A (type of school) 0.50 1 0.50 0.33
B (personality type) 36.26 15 2.42 1.56
AB 13.83 15 0.92 0.60
Within 318.56 208 1.53

Total 369.16 239

F .95 (1,208) = 3.89 F .95 (15,208) = 1.72




Table 4.24.--Means and standard deviations for Question 6.
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Flexible Traditional Total
Personality School School

Type N X s.D. N X S.D. N X S.D.
ISTJ 4 2.75 1.7 4 2,25 .96 8 2.50 1.34
ISFJ 8 2.50 .93 6 3.67 1.21 14 3.00 1.05
INFJ 3 3.67 1.15 4 3.50 1.29 7 3.57 1.23
INTJ 3 4.33 .58 3 433 .58 6 4.33 .58
ISTP 5 3.00 1.4 6 3.67 .52 11 3.36 .92
ISFP 8 3.00 1.41 9 3.00 1.22 17 3.00 1.31
INFP 10 3.50 .97 15 2.87 1.46 25 3.12 1.26
INTP 3 3.00 1.00 3 3.33 1.15 6 3.17 1.08
ESTP 5 3.00 1.4 2 2,50 .7 7 2.8 1.21
ESFP 12 3.25 1.36 9 2.78 1.09 21 3.05 1.24
ENFP 30 3.37 1.35 31 3.52 1.03 61 3.44 1.19
ENTP 7 2.71 1.25 7 3.00 1.41 14 2.8 1.33
ESTY 6 3.83 1.17 7 3.57 1.51 13 3.69 1.35
ESFJ 9 3.22 1.09 6 3.33 1.63 15 3.27 1.31
ENFJ 4 4.25 1.50 5 4,60 .55 9 4.44 .97
ENTJ 3 2.67 2.08 3 4,00 1.00 6 3.33 1.54

Total 120 3.24 1.27 120 3.33 1.14 240 3.29 1.24
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Also, a significant main effect was not obtained for per-
sonality type (p>.05) or interaction between personality type and
school (p>.05). Thus, it was not possible to reject the null
hypothesis for this research question in relation to Question 6
of the Personal Data Questionnaire.

Means and standard deviations for Question 7 of the Personal
Data Questionnaire ("How would you feel if you had to take social
studies on a regular basis?") and the respondents' personality
types are depicted in Table 4.26.

A 2 (type of school) x 16 (personality type) analysis of
variance was conducted with Question 7 of the Personal Data Ques-
tionnaire as the dependent measure to determine significant dif-
ferences among the groups (Table 4.27). A significant main effect
was obtained for type of school (p<.05). The traditionally
scheduled students indicated a more favorable attitude toward social
studies courses (X = 3.63 social studies) as compared to the flexibly
scheduled students (X = 3.27 social studies).

A significant main effect was not obtained for personality
type (p>.05) or the interaction between personality type and school
(p>.Q5). Thus, it was not possible to reject the null hypothesis
for this research question in relation to Question 7 of the Personal

Data Questionnaire.



Table 4.26.--Means and standard
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deviations for Question 7.

Personality Fggﬁég}e Traglﬁgg?al Total
Type. N X s.D. N X s.D. M X s.D.
ISTJ 4 3.25 .96 4 2.50 1.73 8 2.88 1.34
ISFJ 8 3.00 1.20 6 3.67 1.03 14 3.29 1.13
INFJ 3 3.67 .58 4 4.25 .50 7 4.00 .53
INTJ 3 4.33 .58 3 4.33 .58 6 4.33 .58
ISTP 5 2.60 .89 6 3.00 .63 11 2.82 .75
ISFP 8 3.75 1.28 9 3.1 1.27 17 3.41 1.27
INFP 10 3.00 1.25 15 3.53 1.51 25 3.32 1.40
INTP 3 3.00 1.00 3 4.33 .58 6 3.67 .79
ESTP 5 4.00 1.22 2 3.50 .71 7 3.86 1.07
ESFP 12 3.33 1.50 9 3.78 1.39 21 3.52 1.45
ENFP 30 3.37 1.03 31 3.39 1.23 61 3.38 1.13
ENTP 7 2.43 1.13 7 3.71 .95 14 3.07 1.0
ESTJ 6 3.17 .75 7 4.14 .90 13 3.69 .83
ESFJ 9 2.89 .78 6 4.33 .52 15 3.47 .68
ENFJ 4 475 .50 5 4.00 .00 9 4.33 .06
ENTJ 3 2.33 .58 3 4.67 .58 6 3.50 .58

Total 120 3.27 1.04 120 3.63 1.05 240 3.45 1.16
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Table 4.27.--Analysis of variance schools by personality type with
Question 7 as the dependent variable.

Source SS df MS F
A (type of school) 7.70 1 7.70 6.16
B (personality type) 26.35 15 1.76 1.4
AB 29.24 15 1.95 1.56
Within 260.00 208 1.25

Total 323.30 239

F .95 (1,208) = 3.89 F .95 (15,208) = 1.72

Means and standard deviations for Question 8 of the Personal
Data Questionnaire ("How would you feel if you had to take fine
arts courses on a regular basis?") and the respondents' personality
types are depicted in Table 4.28.

A 2 (type of school) x 16 (personality type) analysis of
variance was conducted with Question 8 of the Personal Data Ques-
tionnaire as the dependent measure to determine significant differ-
ences among the groups (Table 4.29). A significant main effect
was not obtained for the type of school (p>.05).

A significant main effect was obtained for personality type
(p<.05). Due to this statistical significance, a Scheffé post-hoc
comparison was computed for paired means (Table 4.30). None of
these differences was found significant; therefore, the Bonferroni
Test was run to determine if differences between cell means and
combinations of cell means were significant. Table 4.31 reports the

contrasts and their 95 percent confidence intervals.



Table 4.28.--Means and standard
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deviations for Question 8.

s Ry
Type N X sD. N X S.D. N X S.D.
ISTJ 4 325 .96 4 3.75 .96 8 3.50 .96
ISFJ 8 2.63 1.41 6 3.50 1.76 14 3.00 1.13
INFJ 3 3.67 1.53 4 4.50 .53 7 4.14 .96
INTJ 3 3.00 1.00 3 3.00 2.00 6 3.00 1.50
ISTP 5 3.40 1.52 6 3.67 1.37 11 3.55 1.44
ISFP 8 3.38 1.30 9 3.56 1.01 17 3.47 1.15
INFP 10 3.70 1.42 15 3.07 1.58 25 3.32 1.52
INTP 3 367 .58 3 2.33 .58 6 3.00 .58
ESTP 5 3.80 1.30 2 3.00 1.41 7 3.57 1.33
ESFP 12 3.67 1.23 9 4.22 1.30 21 3.90 1.26
ENFP 32 3.93 1.20 31 4.42 .62 61 4.18 .91
ENTP 7 3.29 1.89 7 3.71 1.38 14 3.50 1.64
ESTJ 6 4.17 1.60 7 4.14 .69 13 4.15 1.1
ESFJ 9 3.67 1.50 6 4.67 .52 15 4.07 1.11
ENFJ 4 450 .58 5 5.00 .00 9 4.78 .26
ENTJ 3 467 .58 3 3.33 1.15 6 4.00 .87

Total 120 3.67 1.29 120 3.91 .95 240 3.79 1.26
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Table 4.29.--Analysis of variance schools by personality type with
Question 8 as the dependent variable.

Source SS df MS F
A (type of school) 3.50 1 3.50 2.37
B (personality type) 48.64 15 3.25 2.19
AB 19.79 15 1.32 0.89
Within 308.19 208 1.48

Total 380.16 239

F .95 (1,208) = 3.89 F .95 (15,208) = 1.72

Of the 14 contrasts selected, four were found significant
at the 95 percent level of confidence. The Extroverted-Intuitors-
Feelers (ENF's) seem to feel more favorable about taking classes
in fine arts, music, art, and drama than did other types.

A significant interaction between personality type and
school was not obtained (p>.05). Thus, it was not possible to reject
the null hypothesis for this research question in relation to
Question 8 of the Personal Data Questionnaire.

Means and standard deviations for Question 9 of the Per-
sonal Data Questionnaire ("How would you feel if you had to take
applied arts courses on a regular basis?") and the respondents'
personality types are depicted in Table 4.32.

A 2 (type of school) x 16 (personality type) énalysis of
variance was conducted with Question 9 of the Personal Data Ques-

tionnaire as the dependent measure to determine significant
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Table 4.32.--Means and standard deviations for Question 9.

Flexible Traditional

Personality School School Total

Type N X s.D. N X S.D. N X S.D.
ISTJ 4 3.75 .96 4 3.25 1.26 8 3.50 1.1
ISFJ 8 3.50 1.41 6 4.33 .82 14 3.8 1.16
INFJ 3 3.33 .58 4 3.7 .96 7 3.57 .80
INTJ 3 2.33 .58 3 2.67 2.08 6 2.50 1.33
ISTP 5 3.40 1.14 6 3.33 .82 11 3.36 .97
ISFP 8 3.75 1.16 9 3.67 1.22 17 3.71 1.19
INFP 10 4.00 1.41 15 3.33 1.35 25 3.60 1.37
INTP 3 3.00 1.00 3 3.33 2.08 6 3.17 1.54
§§TP 5 3.60 1.34 2 4.00 .00 7 3.7 .96
ESFP 12 3.83 1.11 9 3.89 1.17 21 3.8 1.14
ENFP 30 3.73 1.26 31 3.90 .94 61 3.81 1.10
ENTP 7 3.86 1.35 7 3.57 1.13 14 3.71 1.24
ESTJ 6 4.33 1.21 7 3.57 1.27 13 3.92 1.24
ESFJ 9 4.33 .71 6 3.83 .75 15 4.13 .73
ENFJ 4 4.00 .82 5 4.40 .89 9 4.22 .86
ENTJ 3 3.69 1.53 3 4.00 .00 6 3.83 .77

Total 120 3.76 1.16 120 3.72 1.07 240 3.74 1.14
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differences among the groups (Table 4.33). A significant main effect

was not obtained for the type of school (p>.05).

Table 4.33.--Analysis of variance schools by personality type with
Question 9 as the dependent variable.

Source SS df MS F
A (type of school) 0.10 1 0.10 .08
B (personality type) 19.71 15 1.31 .98
AB 10.38 15 .69 .51
Within 278.27 208 1.34

Total 308.46 239

F .95 (1,208) = 3.89 F .95 (15,208) = 1.72

Furthermore, a significant main effect was not obtained
for personality type (p>.05) or the interaction of personality type
and type of school (p>.05). It was not possible to reject the null
hypothesis of this research question in relation to Question 9 of
the Personal Data Questionnaire.

Means and standard deviations for Question 10 of the Per-
sonal Data Questionnaire ("How would you feel if you had to take
physical education courses on a regular basis?") and the respondents'’
personality types are depicted in Table 4.34.

A 2 (type of school) x 16 (personality type) analysis was

conducted with Question 10 of the Personal Data Questionnaire as
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Table 4.34.--Means and standard deviations for Question 10.

) Flexible Traditional Total
Personality School School

Type N X sD. K X SD. N X S.D.
ISTJ 4 3.75 1.26 4 3.25 .50 8 3.50 .88
ISFJ 8 3.63 1.50 6 3.50 .84 14 3.57 1.22
INFJ 3 .333 2.08 4 3.75 1.26 7 3.57 1.61
INTJ 3 2.33 1.53 3 2.33 2.31 6 2.33 1.92
ISTP 5 4,80 .45 6 3.83 1.60 11 4.27 1.08
ISFP 8 4.25 .71 9 3.33 1.32 17 3.76 1.03
INFP 10 3.60 1.43 15 2.87 1.60 25 3.16 1.53
INTP 3 2.33 2.31 3 2.67 1.15 6 2.50 1.73
ESTP 5 3.80 1.30 2 3.00 1.4 7 3.57 1.33
ESFP 12 3.92 1.62 9 3.56 1.59 21 3.76 1.61
ENFP 30 3.87 1.33 31 3.65 1.36 61 3.75 1.35
ENTP 7 3.29 1.60 7 4.29 1.11 14 3.79 1.36
ESTJ 6 4.50 .84 7 3.14 2.57 13 3.77 1.77
ESFJ 9 4.11 .78 6 4.00 1.10 15 4.07 .91
ENFJ 4 4,00 .82 5 4.00 1.73 9 4.00 1.33
ENTJ 3 4.33 1.15 3 4.67 .58 6 4.50 .87

Total 120 3.83 1.27 120 3.51 1.42 240 3.67 1.36




77

the dependent measure to determine significant differences among
the groups (Table 4.35). A significant main effect (p>.05) was not
obtained for the type of school.

Table 4.35.--Analysis of variance schools by personality type with
Question 10 as the dependent variable.

Source SS df MS F
A (type of school) 6.34 1 6.34 3.4
B (personality type) ' 38.49 15 2.57 1.38
AB 16.01 15 1.07 .58
Within 386.16 208 1.86

Total 447.00 239

F .95 (1,208) = 3.89 F .95 (15,208) = 1.72

Also, a significant main effect was not obtained for per-
sonality type (p>.01) or the interaction of personality type and
type of school (p>.05). It was not possible to reject the null
hypothesis of this research question in relation to Question 10

of the Personal Data Questionnaire.

Summary of Findings

Research Question I

Students sampled from the flexibly scheduled school and the
traditionally scheduled school were given the Myers-Briggs Type

Indicator. The tests were hand scored and distributions of personality
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types were placed in the Myers-Briggs Type Tables 4,1 and 4.2. All
16 personality types were represented to varying degrees in both

schools.

Research Question II

No significant relationship was found between student per-
sonality types in relationship to attendance measures when flexibly

scheduled as opposed to being traditionally scheduled.

Research Question III

No significant relationship was found between student per-
sonality types in relationship to grade point averages when flexibly

scheduled as opposed to being traditionally scheduled.

Research Question IV

No significant relationship was found between student per-
sonality types and their attitude toward attending school when

flexibly scheduled as opposed to being traditionally scheduled.

Research Question V

No significant relationship was found between student per-
sonality types and their participation in extracurricular activities

when flexibly scheduled as opposed to being traditionally scheduled.

Research Question VI

No significant relationship was found between student per-
sonality types and their preference for specific school courses when

flexibly scheduled as opposed to being traditionally scheduled.



CHAPTER V

SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS

Summary
The primary purpose of this study was to find out if per-

sonality types, as measured by the Myers-Briggs Type Indicator,
function differently in the areas of attendance, grade point average,
attitude toward school, involvement in extracurricular activities,
and attitude toward subject matter when subjected to'scheduling
practices of a flexibly or traditionally scheduled school.

The resolution of these objectives was sought by adminis-
tering and scoring.the Myers-Briggs Type Indicator and a Personal
Data Questionnaire to 120 students attending a flexibly scheduled
school and 120 students attending a traditionally scheduled school.
Along with these measures, school records consisting of student
grade point averages and attendance records were obtained for all
subjects.

The review of the literature indicates that certain per-
sonality types, as identified by the Myers-Briggs Type Indicator,
are attracted toward specific subject areas. Also, there is some
evidence in the literature which indicates certain personality
types achieve moré success in standardized achievement tests and

success in school than other types.

79
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Literature also supports the idea that school climate is
related to the satisfaction level of personality types. There was,
however, no literature available that indicated if flexible or
traditional school scheduling practices would have any significant
effect 'upon the manner in which student personality types would
function in the two school settings.

The design of the present study included the selection of
the sample, specific research questions and hypotheses, and the
sources from which data were gathered. Once collected, the data
were analyzed by obtaining means, standard deviations, and inter-
correlations for all measures. Each research question was then
analyzed by using a two-way analysis of variance. Scheffé and
Bonferroni post-hoc tests were used to isolate mean differences
when significant F-ratios were found.

To determine if personality types do function differently
depending upon their being flexibly or traditionally scheduled,
six research questions were investigated. The major findings
regarding the research questions are reported in the following

section.

Major Findings

Research Question I

Students sampled from the flexibly scheduled school and
the traditionally scheduled school were given the Myers-Briggs Type
Indicator. The tests were hand scored and distributions of per-

sonality types were placed in the Myers-Briggs Type Tables 4.1 and 4.2
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found in the preceding chapter. A1l 16 personality types were

represented to varying degrees in both schools.

Research Question II

No significant relationship was found between student
personality types in relationship to attendance measures when flex-

ibly scheduled as opposed to being traditionally scheduled.

Research Question III

No significant relationship was found between student per-
sonality types in relationship to grade point averages when flexibly

scheduled as opposed to being traditionally scheduled.

Research Question IV

No significant relationship was found between student per-
sonality types and their attitude toward attending school when flex-
ibly scheduled as opposed to being traditionally scheduled.

Research Question V

No significant relationship was found between student per-
sonality types and their participation in extracurricular activities

when flexibly scheduled as opposed to being traditionally scheduled.

Research Question VI

No significant relationship was found between student per-
sonality types and their preference for specific school courses when

flexibly scheduled as opposed to being traditionally scheduled.
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Discussion of the Findings and Supplemental Data

As indicated in the preVious research questions, no signifi-
cance was obtained in this study between the attitudes and func-
tioning of personality types when students are flexibly or tradi-
tionally scheduled.

I believe significance was not found in this study because
the Myers-Briggs Type Indicator is an instrument that identifies
the manner in which people prefer to function as indicated by its
personality preference scores. As stated previously in Chapter II,
the Indicator was not designed to categorize people in a cement mold
in which there is no mobility between personality preference types.
It is always possible for personality types to "go against the
grain" and act in direct opposition to their preferred manner of
functioning. In the public schools the variety of courses, differ-
ing teacher approaches, and constraints ensure that students cannot
always act according to their preference type. For example, a
traditional school with a rigid time schedule does not allow the
Perceptive (P) type students the freedom to be completely spontaneous
and unstructured about attending class on time. The students must
"go against the grain" of their preferred manner of functioning if
they are to survive in that particular school. The students must
draw from their Judgmental (J) mode, or less developed preferred
way of structuring time, to conform to the school's rigid time
constraints.

I believe that for students to survive adequately in any

school setting they must be adaptable with their personality
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preference types in order to meet demands and expectations placed
upon them in any school. I believe that most students will adapt
to any school structure regardless of their personality type in an
attempt to achieve educational success and societal norms.

The following information was also generated from this
study in addition to the data directly relating to the research
questions and their hypotheses.

There was significance found in the number of days and
periods student samples were absent between the two schools. The
flexibly scheduled students missed both more days absent and periods
absent than the students attending the traditional school. I
speculate that the flexibly scheduled students had more absences
because the flexible school allows students more freedom to make
decisions. Some of their decisions to use unscheduled time may
interfere with their attendance in their scheduled classes. Trad-
ditional students are not allowed any unscheduled time and, there-
fore, are less likely to miss classes as frequently as the flexibly
scheduled students. The author realizes that a number of factors
could influence attendance rates, but feels the ones listed above
to be logical.

Further investigation of data reveals that the grade point
averages (GPA's) of the traditionally scheduled students were sig-
nificantly higher than those of the flexibly scheduled students.
The intercorrelation matrix indicates that the more days students
were absent, the lower their GPA's. I believe the more often one

attends class the more he is bombarded with lectures, course work,
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and time for studying specific class materials. Students absent
frequently from the same class may miss vital class assignments and
lectures required for proper understanding of course material.

The results of the statistical analysis also indicated that
a certain personality type achieved a better grade point average
overall when the flexibly and traditionally scheduled students were
combined: The literature has indicated that Intuitive (N) students
usually have more success on standardized test measures and achieve
more success in school. In correlation with the literature, the
Intuitive (N) students, combined, achieved a higher grade point
average than Sensing (S) types.

Significance was found in the positive attitude the flexibly
scheduled students had in attending school as opposed to the tradi-
tionally scheduled students. I speculate that the flexibly
scheduled students enjoyed attending school more because the con-
straints placed upon them are not as demanding as the ones placed
upon students attending a traditional school. Students in a flexibly
scheduled school have the freedom to determine how to use their
unscheduled time, whereas traditionally scheduled students are not
allowed unscheduled time to make decisions about.

There were data which indicated that the traditionally
scheduled students were more involved in extracurricular activities
not related to school. The author can not intelligently speculate

the reasons for this significance occurring.
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Students attending the traditional school indicated an
attitude significantly more positive toward taking math and science
courses on a regular basis than did the flexibly scheduled students.
The author can again make no intelligent conclusions for this sig-
nificance occurring. Further investigation would need to be con-
ducted to isolate the differences found in the math and science
areas.

When the student personality types of both schools were
combined, significance did occur between personality types and
attitude toward taking math and science classes. The Sensing (S)-
Thinking (T) student preferred math and science courses over other
personality preference types. This is possibly true because the
S-T modes are highly involved with matter-of-fact, objective
operational traits.

Samples in the traditional school also had a more positive
attitude toward taking social studies courses than the flexibly
scheduled samples. Again, the author can not intelligently specu-
late for this significance occurring.

When the flexibly and traditionally scheduled students were
combined, statistical analyses indicated that a certain student
personality type had a more févorable attitude toward taking fine
arts classes than did other personality types. After post-hoc
tests were conducted, the significance was found in the Intuitive
(N)-Feelers (F). As supported by the literature, the N-F types are

more interested in the fine arts areas because their traits deal
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with abstract thinking and personal interpretations of situations
or objects.

The author wishes to state that even though differences
were found between schools, the intent of this study was not to
evaluate the merits of one school scheduling procedure against
another. The sole purpose of this study was to find out if per-
sonality types function differently in specific areas when subject
to scheduling practices of a flexibly or traditionally scheduled

school.

Conclusions and Implications

From the results of this study there seems to be no evi-
dence to support the use of flexible or traditional scheduling
practices in an attempt to increase the functioning levels of per-
sonality types in the areas of attendance, grade point average,
attitude toward school, attitude toward extracurricular activities,
and attitude toward subject matter.

The data of this study, along with the literature, support
the fact that Intuitive (N) types achieve better grade point
averages than do Sensing (S) types. A possible implication may be
drawn from this that secondary schools value and stress the intuitive
process of abstract thinking more heavily than the sensing process of
concrete thinking. Students who have developed their S preference
type more proficiently than their N preference type are likely not
to achieve as high a GPA as the N type.

As supported by the literature and data obtained in this
study, Sensing (S)-Thinking (T) types have a more favorable attitude



87

toward taking math and science courses than do other types.
Intuitive (N)-Feeling (F) types have a more favorable attitude
toward taking fine arts courses than do other types. We know
scheduling processes have no bearing on the way personality types
achieve; however, there is some indication that attitude of per-
sonality types relates to areas of subject interest. If personality
types were allowed to function primarily in areas within the public
schools compatible with their personal preference types, their
attitude toward school in general may be improved.

Data from this study seemed to indicate that the traditional
school had better attendance rates and grade point averages than did
the flexibly scheduled school. Implications must not be drawn from
these data that the traditional school is a better educational envi-
ronment for students than is the flexible school. As stated in the
limitations of this research, GPA's are a purely subjective measure
comparable only within a specific school, their teachers, and their
students. In other words, an "A" in the traditional school could
be comparable to a "B" in the flexibly scheduled school or vice
versa.

Student attendance was better in the traditional school than
in the flexibly scheduled school; however, the flexibly scheduled
students had a more positive attitude toward attending their school.
Again, implications should not be considered that the more students
miss school, the better their attitude. Too many uncontrolled
variables affect this assumption, such as faculties, teacher per-

sonalities, and student sociability between schools.
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In the final analysis, if schools wish to change scheduling

procedures from traditional to flexible or vice versa, to affect

student personality type performance in areas of attendance, grade

point average, attitude toward school, extracurricular activities,

and subject matter, this study does not give evidence in favor of

supporting that idea.

Recommendations for Future Research

Emerging from this study are a number of possible ideas for

future inquiry and research.

1.

What would be the educational and attitudinal effects
of matching students and teachers together with like
personality preference types?

What would be the educational and attitudinal effect

of allowing teachers and students to function in envi-
ronments compatible with their personality preference
types? |

What results would be obtainable if larger samples were
used along with standardized tests and grade point
averages?

What results would be obtained if this study were repli-
cated in several different school environments ranging
from open to democratic to traditional?

What differences would have been found if the sample

were divided by sex and grade distinction?



APPENDICES

89



APPENDIX A

THE MYERS-BRIGGS TYPE INDICATOR--FORM F

90



MYERS-BRIGGS
TYPE
INDICATOR

FORM F

by Katharine C. Briggs and Isabel Briggs Myers

DIRECTIONS:

There are no “right” or “wrong” answers to these

questions. Your answers will help show how you like
to look at things and how you like to go about decid-
ing things. Knowing your own preferences and learning
about other people’s can help you understand where
your special strengths are, what kinds of work you
might enjoy and be successful doing, and how people
with different preferences canrelate to each other and
be valuable to society.

Read each question carefully and mark your answer
on the separate answer sheet. Make no marks on the
question booklet. Do not think too long about any
question. If you cannot decide on a question, skip it
but be careful that the next space you mark on the
answer sheet has the same number as the question you
are then answering.

Read the directions on your answer sheet, fill in your
name and any other facts asked for, and work through
until you have answered all the questions.

Consulting Psychologists Press, Inc. 577 College Ave., Palo Alto,
California 94306. © Copyright 1976 by Isabel Briggs Myers. Copyright
1943, 1944, 1957 by Katharine C. Briggs and Isabel Briggs Myers. No
reproduction is lawful without written permission of the publisher.




Which answer comes closest to telling how you usually feel or act?

. Does following a schedule 10.

(A) appeal to you, or
(B) cramp you?

. Do you usually get along better with 11.

(A) imaginative people, or
(B) realistic people?

. If strangers are staring at you in a crowd,

do you 12.

(A) often become aware of it, or
(B) seldom notice it?

. Are you more careful about
(A) people’s feelings, or
(B) their rights?

13.
. Areyou
(A) inclined to enjoy deciding things, or
(B) just as glad to have circumstances
decide a matter for you?
14.

. When you are with a group of people, would
you usually rather
(A) join in the talk of the group, or
(B) talk individually with people
you know well?

. When you have more knowledge or skill in
something than the people around you, is it 15
more satisfying
(A) to guard your superior knowledge, or
(B) to share it with those who want
to learn?

16.

. When you have done all you can to remedy
a troublesome situation, are you

(A) able to stop worrying about it, or
(B) still more or less haunted by it?

. If you were asked on a Saturday morning

what you were going to do that day, 17.

would you

(A) be able to tell pretty well, or
(B) list twice too many things, or
(C) have to wait and see?

Do you think on the whole that
(A) children have the best of it, or
(B) life is more interesting for grown-ups?

In doing something that many other people
do, does it appeal to you more to

(A) do it in the accepted way, or

(B) invent a way of your own?

When you were small, did you

(A) feel sure of your parents’ love and
devotion to you, or

(B) feel that they admired and approved
of some other child more than they

did of you?

Do you

(A) rather prefer to do things at the last
minute, or

(B) find that hard on the nerves?

If a breakdown or mix-up halted a job on

which you and a lot of others were working,

would your impulse be to

(A) enjoy the breathing spell, or

(B) look for some part of the work where
you could still make progress, or

(C) join the “‘trouble-shooters’ who were
wrestling with the difficulty?

. Do you usually

(A) show your feelings freely, or
(B) keep your feelings to yourself?

When you have decided upon a course of

action, do you

(A) reconsider it if unforeseen disadvan-
tages are pointed out to you, or

(B) usually put it through to a finish,
however it may inconvenience yourself
and others?

In reading for pleasure, do you

(A) enjoy odd or original ways of saying
things, or

(B) like writers to say exactly what
they mean?

— e e
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18 g any of the ordinary emergencies of

19

20,

21.

22.

23.

24.

25.

26.

27.

everyday life, do you prefer to
(A) take orders and be helpful, or
(B) give orders and be responsible?

;‘t parties, do you
("\) sometimes get bored, or
8)

always have fun?

\3 At harder for you to adapt to
(A) routine, or
(B) constant change?

Would you be more willing to take on a
heavy load of extra work for the sake of
(A) extra comforts and luxuries, or
(B) achance to achieve something

important?
Are the things you plan or undertake
(A) almost always things you can finish, or
(B) often things that prove too difficult to
carry through?
Are you more attracted to
(A) a person with a quick and brilliant
mind, or
(B) a practical person with a lot of
common sense?
Do you find people in general
(A) slow to appreciate and accept ideas
not their own, or
(B) reasonably open-minded?
When you have to meet strangers, do you
find it
(A) pleasant, or at least easy, or
(B) something that takes a good deal
of effort?
Are you inclined to
(A) value sentiment more than logic, or
(B) value logic more than sentiment?
Do you prefer to
(A) arrange dates, parties, etc. well in
advance, or
(B) be free to do whatever looks like fun

when the time comes?

B In making plans which concern other people,

O you prefer to

(A) take them into your confidence, or
(B) keep them in the dark until the last

\ Pr———

possible moment?

29,

30.

31.

32.

33.

34.

35.

36.

37.

38.

Is it a higher compliment to be called
(A) a person of real feeling, or
(B) a consistently reasonable person?

When you have a decision to make, do

you usually

(A) make it right away, or

(B) wait as long as you reasonably can
before deciding?

When you run into an unexpected difficulty
in something you are doing, do you feel it
to be

(A) a piece of bad luck, or

(B) a nuisance, or

(C) all in the day’s work?

Do you almost always

(A) enjoy the present moment and make
the most of it, or

(B) feel that something just ahead is
more important?

Are you
(A) easy to get to know, or
(B) hard to get to know?

With most of the people you know, do you

(A) feel that they mean what they say, or

(B) feel you must watch for a hidden
meaning?

When you start a big project that is due in a

week, do you

(A) take time to list the separate things to
be done and the order of doing them,
or

(B) plunge in?

In solving a personal problem, do you

(A) feel more confident about it if you
have asked other people’s advice, or

(B) feel that nobody else is in as good a
position to judge as you are?

Do you admire more the people who are

(A) conventional enough never to make
themselves conspicuous, or

(B) too original and individual to care
whether they are conspicuous or not?

Which mistake would be more natural

for you:

(A) to drift from one thing to another all
your life, or

(B) to stay in a rut that didn’t suit you?

Go on to the next page.



39.

40.

41.

42,

43.

44.

45.

46.

47.

When you run across people who are
mistaken in their beliefs, do you feel that
(A) itis your duty to set them right, or
(B) itis their privilege to be wrong?

When an attractive chance for leadership

comes to you, do you

(A) accept it if it is something you can
really swing, or

(B) sometimes let it slip because you are
too modest about your own abilities,

(C) or doesn’t leadership ever attract you?

Among your friends, are you

(A) one of the last to hear what is going
on, or

(B) full of news about everybody?

Are you at your best

(A) when dealing with the unexpected, or

(B) when following a carefully worked-
out plan?

Does the importance of doing well on a test

make it generally

(A) easier for you to concentrate and do
your best, or

(B) harder for you to concentrate and do
yourself justice?

In your free hours, do you

(A) very much enjoy stopping somewhere
for refreshments, or

(B) usually want to use the time and
money another way?

At the time in your life when things piled

up on you the worst, did you find

(A) that you had gotten into an impossible
situation, or

(B) that by doing only the necessary
things you could work your way out?

Do most of the people you know

(A) take their fair share of praise and
blame, or

(B) grab all the credit they can but shift
any blame on to someone else?

When you are in an embarrassing spot, do

you usually

(A) change the subject, or

(B) turn it into a joke, or

(C) days later, think of what you should
have said?

48.

49.

50.

51.

52.

53.

54.

55.

56.

57.

Are such emotional ‘“‘ups and downs” as you
may feel

(A) very marked, or

(B) rather moderate?

Do you think that having a daily routine is

(A) acomfortable way to get things done,
or

(B) painful even when necessary?

Are you usually
(A) a *‘good mixer”, or
(B) rather quiet and reserved?

In your early childhood (at six or eight),

did you

(A) feel your parents were very wise
people who should be obeyed, or

(B) find their authority irksome and
escape it when possible?

When you have a suggestion that ought to be

made at a meeting, do you

(A) stand up and make it as a matter of
course, or

(B) hesitate to do so?

Do you get more annoyed at
(A) fancy theories, or
(B) people who don't like theories?

When you are helping in a group undertak-

ing, are you more often struck by

(A) the cooperation, or

(B) the inefficiency,

(C) or don’t you get involved in group
undertakings?

When you go somewhere for the day, would
you rather

(A) plan what you will do and when, or
(B) just go?

Are the things you worry about
(A) often really not worth it, or
(B) always more or less serious?

In deciding something important, do you

(A) find you can trust your feeling about
what is best to do, or

(B) think you should do the logical thing,
no matter how you feel about it?




:49.

0.

51,

52.

55.

Do you tend to have

(A) deep friendships with a very few
people, or

(B) broad friendships with many
different people?

Do you think your friends

(A) feel you are open to suggestions, or

(B) know better than to try to talk you
out of anything you've decided to do?

Does the idea of making a list of what you
should get done over a week-end

(A) appeal to you, or

(B) leave you cold, or

(C) positively depress you?

In traveling, would you rather go

(A) with a companion who had made the
trip before and “knew the ropes”’, or

(B) alone or with someone greener at it
than yourself?

Would you rather have

(A) an opportunity that may lead to
bigger things, or

(B) an experience that you are sure
to enjoy?

. Among your personal beliefs, are there

(A) some things that cannot be proved, or
(B) only things than can be proved?

. Would you rather

(A) support the established methods of
doing good, or

(B) analyze what is still wrong and attack
unsolved problems?

Has it been your experience that you

(A) often fall in love with a notion or
project that turns out to be a dis-
appointment—so that you ‘‘go up like
a rocket and come down like the
stick”, or do you

(B) use enough judgment on your enthus-
iasms so that they do not let you
down?

66.

67.

68.

69.

70.

71.

Do you think you get

(A) more enthusiastic about things than
the average person, or

(B) less enthusiastic about things than
the average person?

If you divided all the people you know into
those you like, those you dislike, and those
toward whom you feel indifferent, would
there be more of

(A) those you like, or

(B) those you dislike?

[On this next question only, if two answers
are true, mark both.]

In your daily work, do you

(A) rather enjoy an emergency that makes
you work against time, or

(B) hate to work under pressure, or

(C) usually plan your work so you won't
need to work under pressure?

Are you more likely to speak up in
(A) praise, or
(B) blame?

Is it higher praise to say someone has
(A) vision, or
(B) common sense?

When playing cards, do you enjoy most

(A) the sociability,

(B) the excitement of winning,

(C) the problem of getting the most out
of each hand,

(D) the risk of playing for stakes,

(E) or don’t you enjoy playing cards?

Go on to the next page.



72.

73.

74.

75.

76.

717.

78.

79.

80.

81.

82.

83.

84.

85.

86.

87.

88.

89.

90.

91.

92.

93.

94.

95.

96.

97.

(A) firm-minded

(A)

(A)

(A)

(A)

(A)

(A)

(A)

(A)

(A)

(A)

(A)

(A)

(A)

(A)

(A)

(A)

(A)

(A)

(A)

(A)

(A)

(A)

(A)

(A)

(A)

imaginative
systematic
congenial
theory
party
build
analyze
popular
benefits
casual
active
uncritical
scheduled
convincing
reserved
statement
soft
production
forgive
hearty
who
impulse
speak
affection

punctual

warm-hearted (B)

matter-of-fact (B)

spontaneous
effective
certainty
theater
invent
sympathize
intimate
blessings
correct
intellectual
critical
unplanned
touching
talkative
concept
hard

design
tolerate
quiet

what
decision
write
tenderness

leisurely

(B)

(B)

(B)

(B)

(B)

(B)

(B)

(B)

(B)

(B)

(B)

(B)

(B)

(B)

(B)

(B)

(B)

(B)

(B)

(B)

(B)

(B)

(B)

(B)

98.

99.

100.

101.

102.

103.

104.

105.

106.

107.

108.

109.

110.

112.

113.

114.

115.

116.

117.

118.

119.

120.

121.

122.

123.

(A)

(A)

(A)

(A)

(A)

(A)

(A)

(A)

(A)

(A)

(A)

(A)

(A)

(A)

(A)

(A)

(A)

(A)

(A)

(A)

(A)

(A)

(A)

(A)

(A)

(A)

Which word in each pair appeals to you more?

sensible
changing
determined
system
facts
compassion
concrete
justice
calm

make

wary
orderly
approve
gentle
foundation
quick
thinking
theory
sociable
sign
systematic
literal
peacemaker
accept
agree

executive

fascinating
permanent
devoted
zest

ideas
foresight
abstract
mercy
lively
create
trustful
easy-going
question
firm

spire
careful
feeling
experience
detached
symbol
casual
figurative
judge
change
discuss

scholar

(B

(B)

(B)

(B

(B)

(B!

(B

(Bi

(B)

(B)

B

(B)

(B)

(B

(B)

B

(B)

(B)

(B!

(B

8

B

(B




Which answer comes closest to telling how you usually feel or act?

~24. Do you find the more routine parts of

- 25.

7.26.

.27,

©28.

"129.

130.

132,

J

133.

134.

your day
(A) restful, or
(B) boring?

If you think you are not getting a square
deal in a club or team to which you
belong, is it better to

(A) shutup and take it, or

(B) use the threat of resigning if
necessary to get your rights?

Can you

(A) talk easily to almost anyone for as
long as you have to, or

find a lot to say only to certain
people or under certain conditions?

(B)

When strangers notice you, does it
(A) make you uncomfortable, or
(B) not bother you at all?

If you were a teacher, would you rather
teach

(A) fact courses, or

(B) courses involving theory?

When something starts to be the fashion,
are you usually

(A) one of the first to try it, or

(B) not much interested?

In solving a difficult personal problem,

do you

(A) tend to do more worrying than is
useful in reaching a decision, or

(B) feel no more anxiety than the

situation requires?

. If people seem to slight you, do you

(A) tell yourself they didn’t mean any-
thing by it, or

(B) distrust their good will and stay on
guard with them thereafter?

When you have a special job to do, do you

like to

(A) organize it carefully before you start,
or

(B) find out what is necessary as you go
along?

Do you feel it is a worse fault
(A) to show too much warmth, or
(B) not to have warmth enough?

When you are at a party, do you like to

(A) help get things going, or

(B) let the others have fun in their
own way?

135.

136.

137.

138.

139.

140.

141.

142,

143.

When a new opportunity comes up, do you

(A) decide about it fairly quickly, or

(B) sometimes miss out through taking
too long to make up your mind?

In managing your life, do you tend to

(A) undertake too much and get into a
tight spot, or

hold yourself down to what you can
comfortably handle?

(B)

When you find yourself definitely in the
wrong, would you rather

(A) admit you are wrong, or

(B) not admit it, though everyone
knows it,

(C) or don’t you ever find yourself in
the wrong?

Can the new people you meet tell what you
are interested in
(A) right away, or
(B) only after they really get to
know you?

In your home life, when you come to the
end of some undertaking, are you

(A) clear as to what comes next and ready
to tackle it, or

glad to relax until the next inspiration
hits you?

(B)

Do you think it more important to

(A) Dbe able to see the possibilities in a
situation, or

be able to adjust to the facts as
they are?

(B)

Do you feel that the people whom you
know personally owe their successes more to
(A) ability and hard work, or

(B) luck, or
(C) bluff, pull and shoving themselves
ahead of others?

In getting a job done, do you depend upon’

(A) starting early, so as to finish with time
to spare, or

(B) the extra speed you develop at the
last minute?

After associating with superstitious people,

have you

(A) found yourself slightly affected by
their superstitions, or

(B) remained entirely unaffected?

Go on to the next page.



144,

145.

146.

147.

148.

149.

150.

151.

152.

153.

154.

155.

When you don’t agree with what has just
been said, do you usually

(A) letitgo, or

(B) putup an argument?

Would you rather be considered
(A) a practical person, or
(B) an ingenious person?

Out of all the good resolutions you may
have made, are there

(A) some you have kept to this day, or
(B) none that have really lasted?

Would you rather work under someone
who is

(A) always kind, or

(B) always fair?

In a large group, do you more often
(A) introduce others, or
(B) getintroduced?

Would you rather have as a friend someone
who

(A) is always coming up with new ideas, or
(B) has both feet on the ground?

When you have to do business with

strangers, do you feel

(A) confident and at ease, or

(B) alittle fussed or afraid that they
won’t want to bother with you?

When it is settled well in advance that you
will do a certain thing at a certain time, do
you find it

(A) nice to be able to plan accordingly, or
(B) a little unpleasant to be tied down?

Do you feel that sarcasm

(A) should never be used where it can
hurt people’s feelings, or

(B) is too effective a form of speech to be
discarded for such a reason?

When you think of some little thing you

should do or buy, do you

(A) often forget it till much later, or

(B) usually get it down on paper to
remind yourself, or

(C) always carry through on it
without reminders?

Do you more often let
(A) your heart rule your head, or
(B) your head rule your heart?

In listening to a new idea, are you more
anxious to

(A) find out all about it, or

(B) judge whether it is right or wrong?

156.

157.

158.

159.

160.

161.

162.

163.

164.

165.

166.

Are you oppressed by
(A) many different worries, or
(B) comparatively few?

When you don’t approve of the way a friend
is acting, do you

(A) wait and see what happens, or

(B) do or say something about it?

Do you feel it is a worse fault to be
(A) unsympathetic, or
(B) unreasonable?

When a new situation comes up which

conflicts with your plans, do you try firstto

(A) change your plans to fit the
situation, or

(B) change the situation to fit your plans

Do you think the people close to you know

how you feel

(A) about most things, or

(B) only when you have had some speci
reason to tell them?

When you have a serious choice to make,

do you

(A) almost always come to a clear-cut
decision, or

(B) sometimes find it so hard to decide
that you do not wholeheartedly
follow up either choice?

On most matters, do you
(A) have a pretty definite opinion, or
(B) like to keep an open mind?

As you get to know people better, do you

more often find that they

(A) let you down or disappoint you in
some way, or

(B) improve upon acquaintance?

When the truth would not be polite, are you
more likely to tell

(A) apolite lie, or

(B) the impolite truth?

In your way of living, do you prefer to be
(A) original, or
(B) conventional?

Would you have liked to argue the meaning
of

(A) alot of these questions, or

(B) only a few?
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APPENDIX B

PERSONAL DATA QUESTIONNAIRE

Name

Grade

Your answers will be STRICTLY CONFIDENTIAL, so please be completely
honest and candid.

Circle your response.

YES NO 1. Do you enjoy coming to school most of the time?
YES NO 2. Are you involved in extracurricular school activities?

YES NO 3. When involved in extracurricular activities, do you
function in a leadership role? (Ex. captain of foot-
ball team, class officer, etc.)

YES NO 4. Are you actively involved in organized outside activi-
ties not related to school? (Ex. church groups, Boy
Scouts, Girl Scouts, J.A., etc.)

(5) (4) (3) (2) (1)
I'd definitely I'd probably I have no 1'd probably I'd definitely
like it like it opinion dislike it dislike it

How would you feel if you had to take the following subjects on a
regular basis?

5. Math or science (5) (4) (3) (2) (1)
6. Reading or English (5) (4) (3) (2) (1)
7. Social studies (5) (4) (3) (2) (1)
8. Fine arts (music, art, drama) (5) (4) (3) (2) (1)
9. Applied arts (home ec., ind. arts) (5) (4) (3) (2) (1)
10. Physical education (5) (4) (3) (2) (1)
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