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The purpose of this study was to determine personality 

characteristics of students who are successful on traditional campuses 

and students who are successful on alternative campuses. With this 

knowledge, more students may be served on the traditional campus 

without the necessity for alternative education. 

The targeted sample was 120 students who were 16 or 17 years of 

age. They were selected through a random sampling technique from 

students at a traditional high school and from an alternative education 

center. The instrument used to assess personality types was the 

Mvers-Briggs Type Indicator (MBTI): some historical background and an 

overview of preferences and types were given. Applications of the MBTI 

were discussed, focusing on the educational uses concerning the study of 

learning styles. Each dichotomous preference scale was discussed as to 

what aspect of learning style it measured, each having a unique 

importance in the relation of the MBTI to learning style. 

Four research questions were answered descriptively and 

analytically. Findings indicated that more students expressed an 

Extrovert preference and fewer students expressed an Introvert preference 



in alternative education than could be attributable to chance. More 

students expressed an Intuitive preference and fewer students expressed a 

Sensing preference in alternative education than could be attributable to 

chance. The difference between the observed number of students 

expressing preference for Thinking/Feeling and the expected number was 

not significant. More students expressed a Perceiving preference and 

fewer students expressed a Judging preference in alternative education 

than could be attributable to chance. Additional conclusions and 

recommendations are described in the study. 
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CHAPTER 1 

INTRODUCTION TO THE STUDY 

Background of the Problem 

The incidence of pupils dropping out of school is currently 

acknowledged as a major problem in education, and much attention has 

been focused in recent years on the need for recovery of dropouts and 

the continuation of education for them. The United States Department 

of Education has reported a national dropout rate that has remained 

largely unchanged at about 25% since 1960 (Whalen, 1995), but it is 

nonetheless clear that the United States cannot afford to lose the 

productive potential of its young people through a lack of education. 

The individual and societal costs of pupils dropping out are enormous. 

In addition to reduced occupational opportunities and lifetime earnings 

for the individual, there is a lack of employment skills, which impacts 

welfare programs and the criminal justice system. Society also loses the 

benefit of potential contributions from a large segment of the population. 

All young people should be given the opportunity to achieve what they 

are capable of and to become contributing members of the community. 

The alternative would be a waste of talent and promise and would hinder 

the efforts of the United States to compete with other nations. 



Wehlage (1986) noted that the aggregate dropout statistics hide 

the fact that the percentages are unevenly distributed in terms of 

geography, race, and ethnicity. In a study by the United States 

Department of Education, Pallas (1986) found that the dropout rate is 

greatest in the South and West and lower in the North Central and 

Northeast parts of the country. Pallas also reported that nationally the 

incidence of dropout by race is greatest for Native Americans, followed in 

order by Hispanics, blacks, whites, and Asians. Barro and Kolstad 

(1987) found that urban school districts have, on the average, higher 

dropout rates than rural or suburban districts. 

There are underlying socioeconomic factors commonly associated 

with pupils who are "at risk" of dropping out of school. Family 

background and low income are two of the more important factors. 

Those typically at risk come from single-parent homes with low 

socioeconomic status and are disproportionately black and Hispanic 

because pupils from these groups are also disproportionately 

disadvantaged (Nathan, 1991). 

Berlin and Sum (1988) have observed that the children of 

disadvantaged parents, from early life on, are behind their more 

advantaged counterparts and because schooling is cumulative, children 

who begin behind their peers in the basic skills often remain behind. 

The most important school-related factors in dropping out are discipline 

problems and poor academic performance. 



Also, there is no question that school-age parenthood interferes 

with education and results in dropouts. Nationally, approximately 

1 million babies are born each year to teenaged mothers. The Children's 

Defense Fund reported the rate at one baby every 64 seconds (Natale, 

1992). Geographically, the problem of adolescent pregnancy spans the 

country, but in Texas the number of teenaged girls having babies is 

excessively high. Figures from the Alan Guttmacher Institute, a 

nonprofit organization that tracks teenage pregnancy statistics, place the 

state with 70 births for every 1,000 girls ages 15 to 19 (Natale, 1992). 

Further, there is growing concern about adjudicated students. 

Today's educators, who trend toward zero tolerance, fear that students 

who commit serious crimes, such as shooting or raping another student, 

could receive probation and return to school a few days later. They fear 

that such students could be dangerous to others and send the message to 

peers that laws can be broken and punishment escaped. A select 

committee reviewing the Texas Education Agency suggested that 

dangerous students be removed from school and that juvenile authorities 

be required to educate them (Roser, 1994). However, Texas Juvenile 

Probation Commission officials have said that this responsibility could 

overwhelm local probation departments and cost taxpayers $34 million 

to $65 million per year. It costs approximately $11,000 for a local 

probation department to educate one student per year, more than double 

what it costs the public schools (Roser, 1994). Senate Bill 1 (cited in 



Roser, 1994) requires school districts to create a supervised Alternate 

Education Program for students with serious or persistent discipline 

problems* A school district's Alternate Education Program must be 

provided in a setting other than the regular classroom. Whether the 

Alternate Education Program is on or off the regular campus, the school 

must insure that students assigned to the Alternate Education Program 

are separated from non-Alternate Education Program students. Senate 

Bill 1 requires school officials to remove a student if the student has 

committed a felony or for several other serious offenses, on or off the 

school property. 

A North Central Texas School District has an alternative education 

center. Every year the enrollment for the dropout recovery program has 

grown, because every year increasing numbers of students from the two 

traditional high school campuses in the district seek alternatives to 

traditional education. Although some students may require an 

alternative campus, this type of school constitutes the most restrictive 

environment and cannot provide the variety of elective choices and 

extracurricular activities found on the traditional campus. It is clear that 

a changing population of students makes new kinds of schools 

imperative. However, it need not require an education different from 

what would benefit more traditional school populations as well. It may 

demand a different delivery system and a different type of campus 



environment. Many times, the more challenging students are the ones 

who most need a good education. 

Statement of the Problem 

The purpose of this study was to determine personality 

characteristics of students who are successful on the traditional campus 

and personality characteristics of students who are successful on an 

alternative campus. With this knowledge, more students may be served 

on the traditional campus without the necessity for alternative education. 

Mvers-Briggs Type Indicator 

The tool used to measure personality characteristics is the 

Myers-Brigs* Type Indicator fMBTD. Each dichotomous preference 

scale is descriptive of a learning style. Therefore, the MBTI measures not 

only personality type, but also each type's way of most effectively 

learning material (Myers &. McCaulley, 1993). 

Learning Styles 

Kalsbeek has stated the following: 

learning style can be understood as a person's preferred approach 
to information processing, idea formation, and decision making; 
the attitudes and interests that influence what is attended to in a 
learning situation and a disposition to seek learning environments 
compatible with these personal profiles, or types, (cited in Cooper 
& Miller, 1991, p. 703) 

These styles are unique to the individual because each person has 

his own way of learning best. Whatever the particular learning style, 



identifying and understanding this style can lead to successful and/or 

improved learning. The MBTI is a useful tool in determining learning 

styles as they relate to personality types. 

The learning style definitions used in accordance with the MBTI, 

as stated by Lawrence (1984), are the following: 

1. Cognitive style in the sense of preferred or habitual patterns of 

mental functioning; information processing and the formation of ideas 

and judgments. 

2. Patterns of attitudes and interests that influence what a person 

will attend to in a potential learning situation. 

3. A disposition to seek out learning environments compatible 

with one's cognitive style, attitudes, and interests, and to avoid 

environments that are not congenial. 

4. A disposition to use certain tools and to avoid others. 

Lawrence (1984) also stated that the MBTI is a predictor of 

learning style. There are many factors in addition to particular learning 

styles which affect how a student actually behaves, including parental 

influence, maturity level, self-motivation, and attitude. Thus, a perfect 

correlation between learning style and personality type is not possible. 

However, the MBTI can predict what kinds of environments, 

instructional tools, and behaviors hinder or encourage learning for a 

particular student (Provost, 1987). 



Those who use type theory as a tool in teaching and advising 

students make many assumptions about the ways in which students of 

different .types want to learn or the ways in which they do learn most 

effectively. To see whether assumptions from type theory were 

supported by empirical evidence, Lawrence (1984) examined all 

published reports of research—more than 130—that used the MBTI in 

studies of learning, teaching, and academic aptitudes. About one-fourth 

of the studies gave some indirect evidence of learning styles, and another 

one-fourth tested learning style hypotheses. 

With few exceptions, where research results were ambiguous or 

unclear, all of the research outcomes support type theory. Learning style 

behaviors or clearly reported preferences were associated with type 

preference categories in the research as shown in Tables 1 through 4 

(VanSant & Payne, 1995). 

Purposes of the Study 

The purposes of this study are: (a) to compare similarities and 

differences in the personality indicators of alternative education by 

students and traditional education students as measured by the 

Myers-Briggs Personality Indicators; and (b) to provide useful 

information about teaching strategies for students who seek alternative 

education, so that they might be better served, both on the traditional 

campus and in alternative education. 
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Table 1 

T earning Preferences Associated With Dimensions of Mvers-Briggs Type 
Indicator Type 

Learning Preference Dimensions of MBTI Type 

Extroversion 

Introversion 

Sensing 

iNtuition 

Thinking 

Feeling 

Judging 

Perceiving 

Talking, discussion 
Psychomotor activity 
Working with a group 

Reading, verbal reasoning 
Time for internal processing 
Working individually 

Tasks that call for carefulness, thoroughness, 
and soundness of understanding 
Going step by step 
Tasks that call for observing specifics 
Tasks that call for memory of facts 
Practical interests 

Tasks that call for quickness of insight and in 
seeing relationships 
Finding own way m new materials 
Tasks that call for grasping general concepts 
Tasks that call for imagination 
Intellectual interests 

Teacher's logical organization 
Objective material to study 
Depth and accuracy of content 

Personal rapport with teacher 
Learning through personal relationships 
Personal connection to content 

Work in a steady, orderly way 
Formalized instruction 
Prescribed tasks 

Work in flexible way, follow impulses 
Informal problem solving 
Discovery tasks 
Managing emerging problems 

MBTI = Mvers-Briggs Type Indicator. 



Table 2 

Learning; Preferences Associated With Mvers-Briffls Type Indicator 
Types by Quadrants 

Learning Preference MBTI Types by Quadrants 

Introvert/Sensing 

Introvert/iNtuition 

Extrovert/Sensing 

Extrovert/iNtuition 

Demonstrations 
Labs 
Computer assisted instruction 
Films, audio-visual aids 

Serious reading 
Tutorials 
Independent study 
Systematically organized courses 

Television 
Reports to class on topic selected by students 
Scheduling own time 
Having a schedule and sticking to it 
Orderly work on goals set in advance 

Reading 
Self-instruction 
Courses that put students on own initiative 
Group projects 
Opportunities to be creative and original 

MBTI = Mvers-Briggs Type Indicator. 

Research Questions 

The following questions were addressed descriptively and 

analytically: 

1. Are there differences in the Extrovert/Introvert scale between 

alternative education and traditional education students? 
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Table 3 

Teaming Preferences Associated With Myers-Briggs Type Indicator 
Types bv Mental Process Combinations 

Learning Preference 
MBTI Types by Mental Process 

Combinations 

Sensing/Thinking 

Sensing/Feeling 

iN tuition/Feeling 

iNtuition/Thinking 

Demonstrations 
Labs 
Television 
Having a plan and sticking to it 
Having a study schedule 

Student-led demonstrations 
Instruction with personal involvement 
Films and audiovisuals 

Learn through personal relationships 
Dislike impersonal, didactic instruction 
Highly value faculty feedback 
Opportunities to be creative and original 

Organized teacher lectures 
Selr-instruction 
Reading, research 
Systematically organized discourses 

MBTI = Myers-Briggs Type Indicator. 

2. Are there differences in the Sensing/iNtuition preference scale 

between alternative education and traditional education students? 

3. Are there differences in the Thinking/Feeling preference scale 

between alternative education and traditional education students? 

4. Are there differences in the Judging/Perceiving preference scale 

between alternative education and traditional education students? 
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Table 4 

T earning Preferences Associated With Mvers-Briggs Type Indicator 
Types by Perception and Attitude 

Learning Process MBTI Types by Perception Attitude 

Sensing/Perceiving • Structured exploratory observation, hands-on 

Sensing/fudging • Structured, didactic, well-organized, 

sensory-rich instruction 

iNtuition/Perceiving • Low structure, inductive instruction 

iNtuition/Judging • Moderate to high structure, serious 
instruction 

MBTI = Mvers-Briggs Type Indicator. 

Significance of the Study 

This study is significant because it is the first to compare 

personality characteristics of students who seek and are successful in 

alternative education rather than in a traditional school. The benefits of 

knowing these personality indicators are numerous. Through an 

understanding of their personality types, the student knows more 

accurately how he/she can better process and put new information to 

work. The teacher will know how each student is most likely to be 

interpreting new information and whether or not a particular project is 

suitable. In addition, knowledge of personality types can help a teacher 

better understand the strengths of each student. Finally, a traditional 
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campus, realizing that all students do not have the same personality 

preferences and learn the same way, can provide an atmosphere that is 

more conducive to learning. In fostering students' strengths, encouraging 

them to learn in their own unique way, and creating a welcoming 

environment for a variety of learning styles, effective learning is more 

likely. Therefore, fewer students will have to seek alternative campuses. 

Limitations of the Study 

This study has the following limitations: 

1. The population is limited to students from a North Central 

Texas school district. 

2. Results are generalizable only to students from traditional and 

alternative campuses similar to the one being studied. 

3. Assessment is limited to the personality preference indicators 

that make up the Myers-Briggs Personality Inventory. 

Definition of Terms 

School: the operational unit to which a student is assigned. 

Campus: interchangeable with the word, school. 

Alternative school: a school that is designed to respond to a group 

of students who appear not to be successfully served by the regular 

program. Consequently, these schools usually depart from the standard 

school organization, programs, and environments. 
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Traditional school: a school that reflects traditional organizational 

and administrative procedures and policies. Such schools are not 

programs to which students are sentenced or placements for the 

chronically disruptive student. They are not typically for students who 

need the opportunity to regain credits or who need remediation or 

rehabilitation. 

Extrovert: personality preference identified by MBTI which 

identifies individuals who are outgoing and have a focus on the outer 

world of people and things. 

Feeling: preference identified by the MBTI for making decisions 

based on values and person-centered reasons. 

Introvert: MBTI personality preference that is the counterpart of 

Extroversion. Individuals with this preference prefer focusing on the 

inner world of thoughts and ideas. 

iNtuition: (This spelling is the Myers-Briggs copyrighted 

trademark.) MBTI preference of individuals who focus on the 

possibilities and the future. iNtuition is the counterpart to Sensing. 

Tudging: individuals identified by the MBTI who prefer an ordered 

approach to life and having things settled. 

Perceiving: individuals identified by the MBTI who prefer mostly 

to live in a spontaneous, flexible way, aiming to understand and adapt to 

life. 
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Sensing: dimension of personality preference measured by the 

MBTI that describes people who focus on the present and on concrete 

information that is taken in by the five senses. The counterpart to this 

preference is iNtuition. 

Thinking: dimension of personality preference measured by the 

MBTI that describes a preference for decisions based on objectivity, 

logic, and analysis of cause and effect. The counterpart to this preference 

is Feeling. 



CHAPTER 2 

REVIEW OF THE LITERATURE 

Introduction 

The history of public alternative education is perhaps as nebulous 

as a generic definition of alternative schools. The work of John Dewey 

and the ideas associated with progressive education in the 1930s are 

often cited as the birth of what is described loosely as the alternative 

education movement today. The genre of alternative schools first 

surfaced in public education in the 1960s and was generally a 

phenomenon of secondary education. Although it would be inaccurate 

to identify a singular philosophy among them, many alternative schools 

during this period embodied concepts, theories, and ideas advanced by 

humanistic psychology. The emphasis of humanistic psychology on the 

uniqueness of individuals and the dynamics of their intrinsic motivation 

for growth was interpreted by many alternative educators to mean that 

education should be tailored to students' needs and interests as much as 

possible. Consequently, alternative programs often attempted to blend 

academic subjects with practical areas of knowledge and personal 

interest, and many schools created individualized learning plans for each 

student (Nathan, 1991). 
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Ideas of openness and choice, which underlie another central 

theme of humanistic education-democracy-also influenced the 

organization and operation of many alternative schools. Students 

participated in school governance, developing their personal learning 

plans and making curricular decisions. Similarly, faculty members at 

many schools acted in the simultaneous roles of teachers, counselors and 

administrators who, as partners, collaborated in the development and 

operation of their schools (Schrumpf &. Kurtz, 1980). 

The early alternatives, like today's, represented innovation, 

small-scale informal ambiance, and departure from bureaucratic rules and 

procedures (Nathan, 1991). Two enduring consistencies have 

characterized alternative schools from the start: They have been 

designed to respond to a group that appears not to be served successfully 

by the regular program, and, consequently, they have represented varying 

degrees of departure from standard school organization, programs, and 

environments (Meier, 1987). 

The first of these traits has often linked alternative schools with 

unsuccessful students-those who by virtue of being "disadvantaged," 

"marginal," or "at risk" cannot or will not succeed in a regular program 

(Kramer, 1989). The second trait has often linked alternatives to 

innovation and creativity in both practice and organization. Alternative 

schools have varied according to which of these two traits has loomed the 

larger for them. 



17 

Although no typical model of an alternative school exists, some 

common structures and processes have contributed to the success of 

these schools. In addition to the collaborative, site-based management 

mentioned above, other common characteristics of alternative schools 

include small school size; small class size; extended roles for teachers that 

include student counseling and guidance; cooperative roles for students; 

and absence or minimization of tracking, ability grouping, and other 

forms of labeling. Readers might recognize some of these characteristics 

from current literature on education reform. 

Types of Alternative Schools 

Primarily, there are three types of alternative schools (Schrumpf & 

Kurtz, 1980). The first type seeks to make school challenging and 

fulfilling for all involved. The efforts of this type have brought about 

many innovations, a number of which are now widely recommended as 

improvement measures for all schools (Mann, 1986). The first type 

always reflects organizational and administrative departures from the 

traditional, as well as program innovations. These are usually schools of 

choice. They are likely to reflect programmatic themes or emphases 

pertaining to content or instructional strategy, or both. The second type 

of alternative school is programs to which students are sentenced, usually 

as one last chance prior to expulsion. These programs include 

placements for the chronically disruptive student. Typically, they focus 

on behavior modification, and little attention is paid to modifying 
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curriculum. In fact, some programs require students to perform the work 

of the regular classes from which they have been removed. The third 

type of alternative school is designed for students who are presumed to 

need remediation or rehabilitation-academic, social, emotional, or all 

three. The assumption is that after successful treatment, students can 

return to the mainstream program. Therefore, the third type of school 

focuses on remedial work and on stimulating social and emotional 

growth--often through emphasizing the school itself as a community 

(Wehlage, 1989). 

Particular programs can combine aspects of each type of school. A 

compassionate staff, for example, may give a disciplinary program 

remedial overtones. A committed rehabilitative staff may venture into 

programmatic innovations. However, the student difficulties lie in the 

school-student match, and by altering a school's program and 

environment, one can alter student response, performance, and 

achievement. 

Features of Successful Alternative Programs 

Five major features mark successful alternative programs: staff 

commitment and attitudes, staff stability, fiscal and organization 

support, school climate and environment, and an emphasis on learning 

rather than teaching (Bishopp, 1987). Numerous reports, primarily by 

principals, but sometimes by students, emphasize the role of staff 

commitment and attitudes (Stover, 1990). Staff, both certified and 
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noncertified, are seen as positive, firm, consistent, caring, and 

enthusiastic. They are willing and able to adapt instruction and 

curriculum to student interests and abilities. Teachers take pride in the 

program they offer to students; principals involve themselves with 

students in other than disciplinary ways. All staff make an effort to 

communicate with and support students (Bishopp, 1987). 

Positive attitudes are apparently internalized by students, who 

begin to see the school population as "family" and to treat each other 

with the same positive acceptance. The omnipresence of counseling also 

contributes to a therapeutic environment in which students learn to cope 

with existing situations and to resolve enough problems to enable them 

to concentrate on academic achievement (Bates, 1993). 

In general, staff members are hired specifically for the alternative 

schools, or they transfer there because of interest and commitment to the 

school's purpose and philosophy (Whalen, 1995). Numerous responses 

indicate that teachers, and often principals as well, tend to remain at the 

school. Staff configurations are stable, and staff, like students, view the 

school as family. 

Staff members at the more effective alternative schools see the 

district and community as supportive (Robbins, Mill, & Clark, 1981). 

They believe that their schools are viewed as important by district 

administration that the schools receive substantial financial support, and 

that these factors translate into the availability of sufficient teachers to 
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meet the needs of students and appropriate resources to ensure program 

quality. 

The school environment is viewed as safe and consistent, a haven 

for students who often have a very different environment at home (Bates, 

1993). Emphasis in the schools is placed on communication, fair and 

consistent behavior, the development of personal relationships, and 

support for each other. The effect of such an environment is seen as 

freeing students to address their own learning. 

Finally, schools emphasize learning rather than teaching. 

Curriculum, instruction, materials, learning space, and learning time are 

adapted to the needs of the students. Students are recognized for 

high-quality work. All students are expected to learn. When that is not 

happening, staff feel that they are responsible for finding out why and 

changing the situation (Gross, 1990). 

The more effective alternative schools offer their students a 

curriculum with well-developed academic, personal, and career 

components. The academic portion of the curriculum is generally similar 

to that provided in local traditional high schools. In many of these 

districts, efforts are either completed or are underway to align various 

subject matter curricula to state frameworks (Simon, 1992). 

School staff use a variety of instructional and guidance techniques 

to motivate and assist their students in developing perceptions of 

themselves as potential graduates rather than as failures (Kramer, 1989). 
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Students use similar techniques to help their fellow students. School 

staff obtain, adapt, and create instructional materials to match the 

current needs of their students (Simon, 1992). In addition, persons from 

the community contribute their talent, knowledge, and materials to the 

schools. 

The majority of the successful schools are well funded, which 

translates in practice into low student-to-teacher ratios, allowing for 

individualized instruction and high levels of personal counseling. 

Sufficient funding also allows for purchases of supplies and materials to 

promote computer skills, to provide career-tech courses, and to 

encourage creativity in individualizing instructional materials (Whalen, 

1995). 

Many schools offer a variable credit approach, allowing students to 

earn credits faster than the standard allowed in the traditional high 

school. This is in contrast to the traditional high school in which the 

number of credits to be earned per semester is limited. In general, 

students take advantage of this system in the effective alternative 

schools, performing extra work for more credits (Finn, 1991). In 

practice, this approach allows for more individualization of instruction, 

more use of independent study, and more opportunity for students who 

are behind in their credits to make up the deficit. The opportunity to 

succeed may well encourage students to stay in school and accumulate 

enough credits to graduate. 
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The more effective alternative schools generally have low rates of 

transferring for both students and teachers (Teeters, 1990). These low 

rates may indicate both that the climate within the school is better, with 

less frustration and hostility on the part of the students, and that the 

school has handled transfers in a manner which preserves student choice 

and dignity. When students return to their regular schools, the problems 

of disruptive behavior and truancy sometimes reoccur. The typical 

conclusion is that the program has failed to "fix" the students. Rarely is 

it concluded that the environment makes the difference and enables 

these students to succeed. 

A final factor clearly related to school effectiveness is the 

participation of students in work-experience programs. The percentage 

of students participating in work experience programs is a factor in 

discriminating between less and more effective alternative schools 

(Benedict, Snell, &. Miller, 1987). Despite the fact that, in general, these 

jobs are not preparing them for careers, students benefit from their work 

experiences by virtue of the increased responsibility and independence 

they acquire as wage earners. 

The curricula and instruction in many of the alternative schools are 

characterized by a combination of individualism and practicality (Simon, 

1992). Course work is relevant to student needs, aspirations, and 

interests. A number of schools place emphasis on career-related courses 

and modules. 
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Sometimes the biggest challenge facing alternative schools is 

funding (Guardiola, 1983). Most of the young people who need 

alternative education come from a lower socioeconomic status, and, 

therefore, their families are not able to pay tuition. They also require 

more intervention in order to provide a "level playing field." These 

students cannot function in a traditional setting because they need a 

more personalized, therapeutic kind of instruction. Many are disruptive, 

and disruptive students do not fit into a large school where the smallest 

class might have 30 students and one teacher. These challenges call for a 

much smaller pupil-teacher ratio. 

There is no doubt that alternative schools have an image problem. 

This arises from the "school for losers" bias that is likely to persist as 

long as there remains a single stereotype to accommodate "deviants" 

(Nathan, 1991). 

Range of Services 

A broad range of services exists for dropout-prone youth and 

school dropouts. This broad range of services can be grouped into four 

areas: (a) academic improvement, (b) attendance improvement, 

(c) personal and social adjustment, and (d) career preparation and job 

training (Sherman & Levine, 1987). 

In the academic area, the goal of dropout prevention is pursued 

through a variety of interventions: alternative schools, alternative 

curricula, and instructional techniques. Attendance improvement 
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programs involve more contact and follow-up with parents, rewards for 

attendance, and better record keeping. Personal adjustment programs 

involve individual or group counseling, family counseling, the use of 

mentors, and, frequently, collaborative relationships with social service 

agencies to provide services to students. Finally, career preparation and 

job training programs include career counseling, internships with 

community service agencies or private employers, modified scheduling to 

permit after-school employment, and in some cases, guaranteed 

employment upon completion of the program of a high school diploma 

or its equivalent (Sherman &. Levine, 1987). 

Student Viewpoints 

Twelve students from a North Central Texas alternative school 

were interviewed, 8 individually and 4 as a small group. The interviews, 

which were taped, were essentially unstructured, yet general questions 

were posed to all participants. Students were asked the following: 

1. Describe your attendance and performance before coming to 

this school. 

2. How did you decide to come to the alternative school? 

3. Describe your attendance and performance at the alternative 

school. 

4. What is different about the alternative school and the school 

that you previously attended? 

5. What things about the alternative school do you especially like? 
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6. Would you return to the alternative school next year if you 

could? 

From the interviews, commonalities were identified and quantified. 

For example, the word care appeared in 10 of the 12 interviews and 

synonyms such as interested in me appeared in the other 2 interviews. 

The overarching theme from the interviews is that somebody in this 

school really knows me and cares about me as a person. From the 

unstructured interviews, certain other facts emerged. Seven students of 

the 12, or 58%, described themselves as being poor students with poor 

attendance prior to coming to the alternative school. In describing 

themselves as students while at the school, 100% said that their 

performance has improved, and 67% said that their attendance is better. 

In describing themselves and the program at the alternative school, these 

are the things that they like: 100% listed better performance; 92% listed 

small classes and more individual attention; 83% indicated caring 

teachers and staff; 58% said that they like a small, safe school; 58% 

indicated that they like the counseling; and 33% liked the acceptance 

and family atmosphere. 

To provide a larger sample, a survey containing the same questions 

was administered to 60 students involved in this study. The 60 students 

were administered the survey after the Mvers-Briggs Type Indicator 

(MBTD testing session. The data indicate that 86% of the students liked 

the school and wanted to return, and 4% liked the school most of the 
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time. The preferred features identified by the students were caring 

teachers, small classes, and opportunities to earn more credits in less time 

than on the traditional campus. Ninety-eight percent of the respondents 

indicated higher performance, and 94% reported improved attendance 

since coming to the alternative campus. Essentially, the survey 

confirmed the results of the earlier interviews. 

In the 1960s and 1970s the alternative school was viewed by many 

as a gimmick or a short-term solution to the problems of the time. 

Well-designed and supported alternative schools have proven the critics 

wrong. These schools continue to serve students who would have 

dropped out of school. They also teach important lessons to traditional 

campuses, demonstrating that they can be more successful by 

(a) engaging students in whole, meaningful, life-based activities that help 

them experience the desire to master a transition from school to work; 

(b) providing students with a flexible engagement- and competency-

based credit award system; and (c) providing community and district 

support, financially and in other ways. 

Survival Strategies 

Alternative programs, regardless of their effectiveness, frequently 

become easy targets at budget-cutting time. The following are strategies 

to ensure survival of the alternative campus (Whalen, 1995): 
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1. Location-An alternative school that is large enough to survive 

on its own might have a better chance of developing its own mission and 

culture if.it is located apart from the traditional school. 

2. Size-Make the alternative school large enough to 

accommodate a steady flow of students, but small enough so that 

students receive more personal attention than they would in regular 

classes. A good range is from 100 to 175 students. Any smaller, and one 

risks not being able to justify the school's existence. Any larger, and one 

risks becoming a dumping ground for every student with every kind of 

problem. 

3. Freedom-Create a program that is as free as possible from 

administrative dictates. Teachers generally know what is best for 

students. Staff your alternative school with teachers who will take 

responsibility for the program's failures as well as its successes. 

4. Communication-The school needs clear communication with 

counselors on traditional campuses who are responsible for identifying 

students for the program. It also needs communication with parents, 

who should visit the classrooms as often as possible. 

5. Finances-Seek financial assistance and volunteers from 

community groups and local businesses. 

6. Image-Publicize the successes of the school and relate those 

successes to the school's mission. Communicate success through hard 

data and as much anecdotal information as possible. Remember to give 
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administrators arid school board members who supported the program 

credit for helping the school improve. 

7. .Pupil cost-Monitor per-pupil costs in the alternative program 

versus those in the district. Let people know that these students could 

become a burden to society if the program did not exist. Tell them what 

it costs to keep someone on welfare or in prison. 

8. Local money-Make sure most of the school's money comes 

from local tax dollars. And, as a safeguard in tight budget times, make 

sure the money is a regular part of the district's budget. Few people have 

the time or energy to search for grants and private donations each year to 

keep a program alive. 

The predicament of at-risk students is not new. Over the past few 

decades, scholars have invested considerable energy in the search for 

effective ways of educating such young people. Stated simply, the 

conventional wisdom focuses on the deficits of disadvantaged learners 

and sets forth solutions in the form of principles of curriculum 

organization, instructional approach, and classroom management 

(Richardson & Griffin, 1994). Although this way of thinking should not 

be discarded, new evidence calls into question many of the tenets of this 

conventional wisdom. Further, this approach may place a ceiling on the 

learning of disadvantaged students. The following section summarizes 

the shortcomings of conventional wisdom and suggests alternative 
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approaches for both regular classroom instruction and alternative 

programs (Richardson &. Griffin, 1994). 

New Directions 

A great deal of research and practice has been predicated on the 

assumptions that at-risk students are deficient in their preparation for 

school and that their families have given them a poor start in life. These 

assumptions locate the problem in the learner and his/her background. 

This conventional assumption can be criticized on two general 

grounds. First, stereotypical ideas about the capabilities of a child who is 

poor or who belongs to an ethnic minority detract from an accurate 

assessment of the child's real educational problems and potential. 

Second, by focusing on family deficiencies, educators may miss the 

strengths of the cultures from which many disadvantaged students come. 

The consequences of these conceptions include (a) low expectations for 

what these students can accomplish academically and (b) failure to 

examine what schools do that exacerbate these learning problems. 

At-risk students may bring to school speech patterns and behavior 

patterns that do not match the way things are done in school. One 

Hispanic female student who was involved in many physical fights was 

cautioned by her principal: "We are trying to prepare you for the adult 

world, and in this world women do not fight physically to settle 

differences." The student's response to this was "Maybe not in your 

world, but they do in mine." 
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These students must learn the culture of the school while they are 

attempting to master academic tasks. While recognizing that there may 

be gaps in experience, the educator builds on their experience bases and 

at the same time challenges the students to expand their repertoires of 

skills. The at-risk students are better able to meet the challenges of 

school when teachers respect their cultural and linguistic backgrounds 

and communicate this appreciation to them personally. The academic 

program encourages students to draw and build on experiences that they 

have, and at the same time, it exposes them to unfamiliar experiences 

and ways of thinking (Richardson & Griffin, 1994). 

Conventional curricula for disadvantaged students 

characteristically divide reading, writing, and mathematics into fixed 

sequences of discrete skills, ordered from the basics to higher-order skills. 

Instruction typically emphasizes mastery of these skills by linear 

progression through the sequence. Students who have not mastered 

spelling, for example, are not considered ready to write stories. In 

mathematics, practical problems involving multiplication are not 

introduced until the students can do paper-and-pencil multiplication 

problems and know their multiplication tables (Richardson fit Griffin, 

1994). 

From one point of view, this way of building curricula makes good 

sense. With basic skills isolated, teachers can identify and teach those 

assumed to be deficient. However, such curricular assumptions are 
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limited in several respects. They often underestimate the capabilities of 

students; postpone more interesting work for too long or, in the case of 

dropout students, forever; and fail to provide a context for learning that 

is relevant. 

Perhaps effective curricula should focus on meaning and 

understanding from the beginning by orienting instruction toward 

understanding reading passages or comprehending the concepts 

underlying number facts. The curriculum should balance routine skills 

learning with novel tasks to maintain interest and provide a context for 

learning that establishes clear reasons for needing to learn the skills and 

helps the student relate one skill to another. Finally, it should eliminate 

redundancy in the curriculum, such as repeated instruction in the same 

mathematic skills year after year. One wonders if the curriculum is 

capable of reinforcing academic failure over the long term and thereby 

lacks challenge for the students who need it most. 

Since the mid-1970s, the teaching of disadvantaged students has 

been dominated by direct instruction. This typically features 

teacher-controlled instruction, with considerable time spent presenting 

lesson material and supervising the work of the student. It affords 

extensive opportunities for practice and remedial feedback, careful 

structuring of academic tasks so that content can be introduced in small 

steps, rapid pacing, and whole-group formats (Kellmayer, 1995). 
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While this instruction does enhance learning involving discrete 

basic skills, there is doubt that it can convey more challenging curricula 

to students. First, they do not learn to think for themselves when the 

teacher breaks the task into small steps. Second, some learning goals do 

not lend themselves to these steps. Finally, students can become 

dependent on the teacher to monitor and structure all aspects of the 

work (Kellmayer, 1995). 

While the role of the teacher should not be abandoned, it should 

be balanced with different approaches. The key is to strike the right 

balance between teacher direction and student responsibility so that over 

time, the capacity of the students for self-driven learning increases. 

A uniform structure provides students with clear expectations and 

guidance regarding interactions with teachers and other students. While 

all classrooms can be challenging in maintaining order, those who serve 

disadvantaged students are especially demanding, inviting solutions that 

impose a rigid, sometimes "boot-camp" structure. Well-established 

principles combine good prevention through setting the tone and 

establishing of the routine early, with remediation as disruptions occur 

(Kellmayer, 1995). 

However, this way of thinking about classroom management omits 

an important element: the relationship between classroom management 

and the academic work that goes on in the classroom. Lack of challenge 

in the curriculum can lead to disruptions because the students become 
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bored and, when more challenging curricula are introduced, a rigid 

structure can become unsatisfactory. Cooperative or project groups may 

involve several student conversations that increase the level of noise and 

activity beyond what the teacher has come to expect (Kellmayer, 1995). 

A better perspective on classroom management is one in which 

general ground rules are established at the beginning of the year, and the 

teacher maintains order through monitoring and problem-solving because 

they anticipate challenges to learning. Therefore, classroom management 

should be linked to the nature of the academic work being done. 

Conclusion 

Today, concepts such as school choice, site-based management, 

teacher empowerment, service learning, authentic assessment, and other 

approaches that alternative educators have been using for decades are 

often touted as novel ideas for education reform. It may be that the term 

alternative is no longer generally regarded as applying to a variety of 

models but instead has become associated exclusively with 

nonconforming programs for at-risk or "bad" students. "Good" students, 

on the other hand, are those who perform well in programs that conform 

to what most people remember from their own school experiences. 

Without the specific knowledge of the personality and learning 

styles of the at-risk learner, perhaps schools are unwittingly using 

curriculums and teaching strategies that are pushing students to drop 

out. The notion that is shaping the alternative movement is the 
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promotion of a. system of diversified education. As educators strive to 

meet the challenges of the 1990s and beyond, the alternative school will 

continue .to be a fundamental part of the educational system. This will 

ensure that a greater number of students will profit from the nation s 

goal of excellence in education. Also, the traditional campus must make 

an effort to meet the learning needs of its at-risk students thereby 

reducing the likelihood that a student will drop out and seek the services 

of an alternative campus in the first place. 



CHAPTER 3 

METHODS AND PROCEDURES 

Targeted Sample 

The targeted sample was 120 students who were 16 or 17 years of 

age. They were selected through a random sampling technique from 

students at a traditional high school and from an alternative education 

center. 

Sampling Procedure 

The enrollment lists of 16- and 17-year-old students from an 

alternative education center and a traditional high school were used. All 

students in the alternative school who were being served as parents or 

pregnant students and assigned to the behavior modification program 

were not included in the study, so that the only alternative education 

students included in this study had sought and interviewed with the 

alternative school by choice. Students currently failing a class or 

receiving no credit due to attendance problems on both campuses were 

eliminated. It can thus be assumed that the students studied were 

experiencing some measure of success on the campus. Therefore, the 

alternative roll and the traditional roll served as two subgroups. In order 

to achieve an equal representation of males and females, each school's 
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population was divided into two subgroups. Numbers were assigned to 

all the members of the four subgroups, and 30 numbers from each 

subgroup, were randomly drawn. 

Data Collection Procedures 

The selected students were administered the Mvers-Briggs Type 

Indicator (MBTD by licensed school psychologists. According to 

Lawrence (1982), the validity and reliability of the MBTI depend on the 

skill of the practitioner in introducing it. If the clients receive a positive 

introduction to the MBTI. they will give honest answers to the MBTI 

questions, attend carefully to the explanation of results, remain open to 

its ideas, and accept help in testing the ideas and using them well. The 

MBTI results and its underlying ideas will be valid and reliable for them. 

Each student signed a permission form indicating willingness for data to 

be used in research, as long as individual students were not identified by 

name or social security number. No deception was used in collecting or 

analyzing the data. Students did not provide any personal information 

other than gender and age. They were given feedback concerning their 

scores and the findings from the testing instrument. Therefore, they 

received training to help them understand their personality type and its 

influence on their learning style. 

Instrument 

The MBTI was developed by the mother-daughter team of 

Katherine C. Briggs and Isabel Briggs Myers. They began developing this 
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personality test in the summer of 1942, basing their ideas on Carl G. 

Jung's theory of psychological types. ICatherine Briggs introduced Jung's 

theory to.her daughter. Both women had an interest in understanding 

people's personalities and in studying reasons people behaved in the 

ways they did. The tragedies of World War II stirred Isabel Myers' 

desire to do something that might help people understand each other and 

avoid destructive conflicts (Myers, 1991). She decided to devise a 

method of using Jung's theory for her purpose. Myers and Briggs, 

neither of whom had ever had any sort of formal psychological or 

statistical training, began the meticulous task of developing an item pool 

that would test attitudes, behaviors, perceptions, and feelings of the 

different psychological types, according to their understanding of them 

(Myers, 1991). Through the women's rigorous work, frequent test 

tryouts and revisions, and perseverance through many negative attitudes 

regarding their efforts, the MBTI was created. 

The MBTI is one of the most widely used personality measures for 

non-psychiatric use (Myers, 1991). The indicator involves four 

preferences, each of which has two sides. They include Extrovert versus 

Introvert, Sensing versus Intuitive, Thinking versus Feeling, and 

Judgment versus Perception. Through a self-scoring analysis of the 

answers on the MBTI. a type is determined for each individual. There 

are 16 types, each being a combination of the four preferences. Types 

are illustrated by four letters, such as ENFJ. The four letters indicate the 

preferred side of each of the dichotomous preferences, although both 
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sides of each dichotomy are used by a person at one time or another. 

Because the MBTI is concerned with differences in individual attitudes 

and function, the indicator is used in a wide range of situations and for a 

variety of purposes. It is self-administering; it has no time limits; it has 

several forms to accommodate various purposes; and the results are easy 

to interpret and understand. 

The MBTI has proved useful for educational purposes. It is used 

with students ranging from junior high school to college. The instrument 

not only identifies personality type in students, but it also helps them to 

understand their various learning styles. 

The validity of the MBTI is based on its ability to demonstrate 

relationships and outcomes predicted by the theory (Myers & 

McCaulley, 1993). The theory suggests that persons represent a variety 

of personality types. The MBTI classifies persons according to their 

types. 

Content validity in the item selection is based on the empirical 

evidence that the items separate persons with opposing preferences. Two 

assumptions exist. One is that true personality preferences exist, and the 

other is that these preferences are dichotomized, with each pole of a 

preference being equally valuable. The indicator was developed in a 

series of stages beginning in 1942 and continuing to publication of 

Form Gin 1977. 
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Personality type distributions are the method for presenting MBTI 

data on groups. The personality type tables provide evidence for 

construct-validity. The MBTI has been correlated with other scales of 

personality, interest, and academic tests. In comparing the MBTI 

preferences with the Adjective Check List by Myers and McCaulley in 

1993, the significant positive correlations of at least .20 included the 

following: 

1. Extrovert is correlated with self-confidence, dominance, and 

autonomy. 

2. Introvert is correlated with abasement and deference. 

3. Sensing is correlated with self-control, endurance, order, and 

deference. 

4. Intuitive is correlated with self-confidence and autonomy. 

5. Thinking is correlated with achievement, dominance, 

endurance, order, and autonomy. 

6. Feeling is correlated with personal adjustment, affiliation, 

abasement, and deference. 

7. Judging is correlated with self-control, personal adjustment, 

endurance, order, abasement, and deference. 

8. Perceiving is correlated with autonomy. 

One of the main concerns of the reliability of the MBTI is 

measuring types over time and the consistency with which a person 

remains in the same type. Test-retest reliability estimates indicate the 
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likelihood that a person will remain the same MBTI type upon retest. 

The chance probability of choosing all four preferences on a retest is 

6.25%. The actual retest probabilities are significantly different from 

chance. 

A logical split-half procedure was utilized to select the X and Y 

halves as a method to determine internal consistency reliability. Each 

split-half drew from every item content domain. The MBTI reliabilities 

are consistent with those of other personality instruments. Internal 

consistency was derived from X and Y continuous scores, utilizing the 

Spearman-Brown Prophecy formula correction. The groupings were from 

three samples taken from the Center for Applications of Psychological 

Type data bank. Within a 2-month interval for Howard University 

students, 53% chose the same four preferences; after 5 weeks, 48% of the 

Mississippi State students chose the same four preferences; and after 6 

years, 61% of the elementary teachers tested chose the same four 

preferences (Myers & McCaulley, 1993). 

The pattern of results is consistent across these studies. For 

example, Myers and McCaulley (1993) found that, over a 14-month 

period, the lowest test-retest correlation was for the TF scale 

(r(38) = .48), and the highest was for the EI scale (r(38) = .73). 

Test-retest reliabilities of the MBTI show consistency over time. 

When subjects report a change in type, it is most likely to occur in only 
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one preference and in scales where the original preference was low 

(Myers <St McCaulley, 1993). 

Explanation of the Mvers-Briggs 
Type Indicator 

The MBTI measures 16 combinations of four preferences of 

interests, values, and skills that identify personality types. The 16 types 

yield characteristics that vary among the population. 

The personality type preferences combine the eight dichotomous 

variables that total the 16 combinations of the four dimensions as 

measured by the instrument. The four dichotomous variables that make 

up the 16 types are arranged as follows: (a) Extrovert or Introvert (E/I)--

outer world versus inner world, (b) Sensing or iNtuition (S/N)—present 

and concrete versus future possibilities, (c) Thinking or Feeling (T/F)--

objective logic versus subjective evaluation, and (d) Judging or Perceiving 

(j/P)..planned and organized versus flexible and spontaneous. 

The proceeding variables make up 16 personality types. Each type 

has its own interest, values, and skills. The 16 types and the 

characteristics frequently associated with each are included to assist in an 

understanding of the dimensions and how they are combined into a 

personality type preference. 

1. ISTJ: The ISTJ preference is a serious, quiet individual who 

concentrates well, is practical and well-organized, and uses their head to 

make decisions. 
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2. ISTP: The ISTP preference is quiet and reserved and interested 

in cause and effect. One will notice an occasional glimpse of humor in 

this individual. This person has a propensity for organizing facts and 

enjoys learning how mechanical things operate. 

3. ISFJ: This individual is stable, quiet, and friendly. It is 

important to this type to meet any obligations made; therefore, they 

strive for accuracy and are good with details. An ISFJ is a loyal person 

who is concerned with the feelings of others. 

4. ISFP: This individual is quietly friendly, sensitive, kind, and 

modest about their own abilities. They usually do not care to lead but 

are loyal followers. They are often relaxed about getting things done 

because they enjoy the present moment. 

5. ESTP: This individual is good at on-the-spot problem-solving. 

They tend to like mechanical things with friends on the side. They are 

tolerant, adaptable, and generally conservative in values. They do not 

tend to be a worrier, but enjoy whatever comes along. 

6. ESFP: This is an outgoing, accepting, friendly individual. They 

know what is going on and join in eagerly. They find remembering facts 

easier than mastering theories. This preference is best in situations that 

need common sense and practical ability with people and things. 

7. ESTJ: This is a practical, realistic, matter-of-fact individual with 

a natural ability for business or mechanics. They are uninterested in 
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irrelevant subjects. They are natural leaders and can make good 

administrators if they remember to consider the feelings of others. 

8. ESFJ: This is a warm-hearted, talkative, popular individual who 

needs harmony and is good at creating it. They work best with 

encouragement and praise. The main interest of this preference is things 

that directly and visibly affect the lives of others. 

9. INFJ: The INFJ preference succeeds by perseverance, 

originality, and desire to do whatever is needed or wanted. They are 

respected for their firm principles, and likely to be followed for their clear 

convictions as to how best to serve the common good. 

10. INTJ: INTJ people usually have a great drive for their own ideas 

and purposes. They are skeptical, critical, independent, determined, and 

sometimes stubborn. They must learn to yield less important points to 

win the most important. 

11. INFP: The INFP person has a lot of enthusiasm but shares that 

with only those individuals who are well known. The INFP usually takes 

on too many projects at one time, but is able to see them through to 

completion. The INFP is friendly, but too busy for small talk. They are 

little concerned with possessions or physical surroundings. 

12. INTP: This individual is quiet and reserved. They have an 

interest in science and theories. The INTP does not enjoy small talk or 

parties, but is interested mainly in ideas. Their career is of utmost 

importance. 
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13. ENFP: This individual is warmly enthusiastic, high-spirited, and 

imaginative. They are able to do almost anything that interests them. 

They are .quick with a solution for any difficulty and ready to help with 

problems. They often rely on their ability to improvise instead of 

preparing in advance. 

14. ENTP: The ENTP has a quick wit and is good at many 

different things. This person can argue both sides of an issue. The 

ENTP is a good problem-solver for challenging or difficult situations but 

may forget routine matters. 

15. ENFJ: This individual is responsive and responsible. They 

generally feel real concern for what others think or want and try to 

handle things with due regard for the feelings of others. They can 

present a proposal or lead a discussion with equal ease and tact. They 

are sociable, popular, and sympathetic. This type is responsive to praise 

or criticism. 

16. ENTJ: The ENTJ is a leader who is decisive and who is good at 

public speaking. This individual is good in anything that requires 

utilization of intellectual abilities. ENTJ may act more skilled than they 

actually are because they are well-informed. 

Learning Styles 

In analyzing the learning styles for each type, it is most effective 

simply to analyze each of the four dichotomous preferences and to apply 
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these analyses to each of the 16 types. Each preference has its own 

unique characteristics, thus indicating specific learning style 

characteristics for each. It is important to remember that each of the 

types can be applied to students in practical learning applications. 

Extrovert/Introvert (EI) 

The Extrovert/Introvert (EI) scale measures where students tend to 

focus their attention. This dimension can indicate the degree of a 

student's reliance on activity (Provost, 1987). This information can be 

valuable for both the student and teacher, because it will affect each of 

them in almost every learning situation. 

Extroverts tend to focus on the outer world of people and things. 

These students are motivated by what goes on in the outer world and 

tend to direct their energy there as well. These students think and learn 

best when talking, they like cooperative learning groups, and they rely 

more on trial-and-error than on forethought when solving problems 

(Sakamoto & Woodruff, 1992). They tend to become bored with long, 

slow jobs and do not do as well when forced to keep everyone else's pace. 

These students like action and variety; therefore, a classroom full of 

group discussion, hands-on activity, and active breaks from the solitary 

tasks of reading and writing would best facilitate the Extrovert's learning. 

In contrast, Introverts are motivated by their inner worlds, not 

needing a lot of outside energy to drive their interests. These students 

tend to be most interested in having a quiet learning environment in 
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which they are able to think things out and concentrate on the task at 

hand. Introverts, in most cases, would rather work alone than in a group 

(Sakamoto & Woodruff, 1992) because they do not like their thoughts 

to be interrupted. They are more comfortable than the Extrovert with 

the lecture-based teaching format. In addition, they sometimes perform 

poorly during in-class discussions due to a lack of time to anticipate 

discussion questions. More often than not, traditional schools are 

structured in favor of the Introvert, with students sitting quietly in rows 

while the teacher lectures. 

Sensing/iNtuition (SN1 

The Sensing/iNtuition scale (SN) measures how the student 

acquires information, or finds out about things. The greatest contrast 

between Sensing and Intuitive students is how they direct their 

perceptions. Sensing is a term used for perception of the observable by 

way of the senses, whereas iNtuition is the term used for perception of 

meanings, relationships, and possibilities by way of insight (Lawrence, 

1982). 

Sensing students focus on the realities of a situation. They are fact 

and detail oriented and have a great capacity for realism; that is, for 

seeing the world as it actually is. They work well with what is "given" 

and prefer to work with proven procedures and theories. Sensing 

students like concrete things that they can see, touch, and handle 

(Cooper & Miller, 1991). They are less likely than the Intuitive students 
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to use their imaginations while learning and enjoy exercising the 

knowledge that they already possess more than learning new things. 

Practicality, the here-and-now, and facts as found in books are tools 

which the Sensing learner uses to decipher new material. Sensing 

students are good at memorizing a great number of facts and numbers 

(Sakamoto &. Woodruff, 1992). Thus, they are likely to excel in 

academic subjects such as history because they can memorize the 

important facts and dates that are vital to learning this subject. 

On the other hand, Intuitive students are not fact-minded 

students. They recognize meanings that go beyond the information from 

the senses. They look at the "big picture" and try to grasp the overall 

relationship between concepts. Intuitive types are less likely to be 

patient with routine or overly structured approaches to learning. They 

prefer open-ended assignments and seek the opportunity to let their 

imaginative instincts work (Provost, 1987). These students trust their 

first hunches about answers to test questions. The average classroom 

hinders Intuitive students' learning in that, most often, facts and details 

are forced into the students' minds, leaving little room for the 

imagination to be exercised. For this reason, some students lose their 

creative and imaginative abilities as they go through the school system. 

Thinking/Feeling (TF) 

The third dichotomous preference scale is Thinking/Feeling (TF). 

This scale measures how students make decisions. This dimension is 
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most useful for providing insights into the affective domain of learning 

styles (Provost, 1987). Thinking is the term used to define a logical 

decision-making process, aimed at an impersonal finding, whereas Feeling 

is a term for a process of appreciation, making judgments in terms of a 

system of subjective, personal values. Both are considered rational 

processes because they are methods of decision making. 

Thinking students make decisions after analyzing and weighing all 

of the evidence. They learn best when given a clear, objective rationale, 

and they like giving and receiving critical analysis. They solve problems 

according to "right versus wrong" principles. In addition, Thinking 

students perform best when given a set of performance criteria--when 

they know what to expect. They tend to be blunt, want to make their 

points quickly, and often include markers of orderly, systematic thought 

in their talking. These markers are words such as therefore and in 

conclusion. Thinking students may not work well in group-centered 

classrooms because they tend to overlook others' personal feelings. They 

often take leadership positions, however, because they can get things 

done efficiently (Provost &. Anchors, 1991). 

In contrast, Feeling students are motivated by both their own 

feelings and by the feelings of others. They make their decisions based 

on person-centered values, tending to think with their hearts instead of 

their heads. These students do not usually like rigid, strict classroom 

environments or assignments; they like dealing with school work and 
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other students through group communication. When learning something 

new, these students like to know how the material will be beneficial to 

humankind as a whole-how they can apply it in the real world in order 

to help people. In addition, they often take criticism personally and 

learn best when they receive personal encouragement. These students 

are good mediators in the classroom and even make effective peer 

counselors and student tutors. Their sympathetic, tactful characteristics 

tend to make them well-liked and appreciated by other students and 

teachers alike. 

Judging/Perceiving (JP) 

The last MBTI preference scale is Judging/Perceiving (JP). This 

scale is most useful in measuring whether or not students prefer 

structured learning environments (Provost, 1987). The environment is 

an important part of the learning style, in that most students have or 

develop definite preferences as to where they can best learn. Often, 

when they are not comfortable with their environment, they will not 

learn, or they will not learn as effectively. 

Judging students prefer a structured learning environment. They 

like for deadlines and goals to be set, and they do not often waver from 

the "planned." These students complete assignments on time or early, 

are often overachievers, and may even decide things too quickly because 

they simply want to complete the task. Judging types find satisfaction in 

completing assignments, writing papers, reading books, and giving oral 
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presentations (Provost, 1987). The feeling of accomplishment is 

important to them, and they find this feeling in completing tasks. 

Judging students often put too much pressure on themselves, and they 

fear failure as they strive to reach each and every goal. Classes are often 

structured perfectly to facilitate the Judging students' learning in that 

they usually involve set due dates and strict curricula. They do not, 

however, take the Perceiving students into consideration. 

Perceiving students like a flexible, spontaneous environment that is 

open to change and exploration. They do not learn well in a structured 

environment and are more curious than they are decisive. They often 

postpone tasks, doing them either right before they are due or turning 

them in late (Sakamoto &. Woodruff, 1992). These students tend to be 

underachievers, most likely because they do not enjoy their learning 

environment. They like open-ended assignments and enjoy 

discussion-oriented classrooms. Due to their lack of structure, Perceiving 

students often over commit themselves, working on several projects at 

once and delaying closure on any of them. They do not function well in 

the "average" classroom, and parents may think them irresponsible. The 

perceiving student would work most effectively in a self-paced learning 

situation, which is not common on traditional campuses. 

VanSant and Payne (1995) described how the learning preferences 

of students can be incorporated into lesson design: 
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The Extroversion preference is associated with a cognitive style 

that favors learning by talking and physically engaging the environment. 

The Extrovert lets attention flow outward toward objective events, talks 

to help thoughts to form and become clear, and learns through 

interactions, both verbal and nonverbal (VanSant <5c Payne, 1995). The 

Extroversion preference is associated with a study style that favors acting 

first, then reflecting after. The Extrovert plunges into new material, 

avoiding distractions that will cut into concentration, studying with a 

friend, and studying to prepare to teach someone else. The Extrovert 

needs to have strong, interesting, externally-extroverted reasons for 

studying. These types do their best work with opportunities to think out 

loud, such as one-to-one with the teacher, classroom discussions, working 

with another student, and action projects involving people. They enjoy 

learning activities that have an effect outside the learner, such as visible 

results from a project and assignments that let them see what other 

people are doing and what they regard as important. 

According to VanSant and Payne (1995), the Introversion 

preference is associated with a cognitive style that favors quiet reflection, 

letting attention flow inward, learning in private, individual ways, and 

keeping one's thoughts inside until they are polished. The Introversion 

preference is associated with a study style that favors reflecting first, and, 

if necessary, acting after. Introverts enjoy reading as the main way of 

studying, working privately, and perhaps checking their work with 
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someone who is trusted. Introverts like learning situations that let them 

work internally with their own thoughts; having ample time to polish 

their work before presenting it; having time to reflect on teachers' 

questions; and typing their studies to their own personal interests and 

internal agendas. 

The Sensing preference is associated with a cognitive style that 

favors memory of facts, observing specifics, processing data step-by-step, 

staying connected to practical realities, and being attentive to what is in 

the present moment. The Sensing preference is associated with a study 

style that favors a sequential, step-by-step approach to new material, 

beginning with solid facts, and moving gradually toward abstract 

concepts and principles. Sensors do best with instruction that allows 

them to hear and touch as well as see what they are learning. They like 

hands-on laboratories, materials that can be handled, and teachers who 

show them exactly what is expected (VanSant &. Payne, 1995). 

The Intuitive preference is associated with a cognitive style that 

prefers being caught up in inspiration, reading between the lines, relying 

on insight more than careful observation, and focusing on general 

concepts more than details. Intuitives typically adopt a study style that 

includes jumping into new material to pursue an intriguing concept and 

exploring new skills rather than honing present ones. 

VanSant and Payne (1995) see the Thinking preference as 

associated with a cognitive style that favors making impersonal 
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judgments, staying free from emotional concerns while making decisions, 

and naturally critiquing things, aiming toward clarity and precisions. 

Thinking types typically adopt a study style that includes wanting to 

attain a sense of mastery over material and analyzing problems to bring 

logical order to confusion. 

The Feeling preference is associated with a cognitive style that 

favors making value judgments concerning human motives and personal 

values, attending to the quality of their own emotional lives, and 

naturally appreciating people and their accomplishments. The Feeling 

types do their best work with teachers who value a personal rapport with 

students. They adopt a study style that includes learning through 

personal relationships and wanting to choose topics to study that they 

care deeply about (VanSant &. Payne, 1995). 

The Judging preference is associated with a cognitive style that 

favors having a clear structure in a learning situation from the beginning, 

aiming toward completions and achieving closure, and having life 

organized into an orderly plan. Judging types typically adopt a study 

style that includes planned and scheduled work, and they treat 

assignments as serious business. 

According to VanSant and Payne (1995), the Perceiving preference 

is associated with a cognitive style that favors open exploration without a 

preplanned structure. These types typically adopt a study style that 

includes spontaneously following their curiosity, studying when the 
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surges of impulsive energy come to them, and finding novel ways to do 

routine assignments so as to spark enough interest to do the assignments. 



CHAPTER 4 

PRESENTATION AND ANALYSIS 

OF THE DATA 

Introductory Statement 

This chapter contains the findings from statistical procedures 

conducted in this study. The research provided a balanced design with 

an equal number of students in alternative education (n = 60) and 

students in traditional education (n = 60) and reported preferences in 

each of the four dichotomous Myers-Briggs personality types (E/I, S/N, 

T/F, and J/P). Descriptive results are reported in the following tables. In 

each table the test statistic for comparing observed and expected 

frequencies is chi-square x2, defined as follows: x2 = E (O - E) 2/E; where 

O = observed frequency, E = expected frequency, and k = number of 

categories. 

Data Analysis 

Chi-square is a means of answering questions about data existing in 

the form of frequencies. Each dichotomous preference scale of the 

traditional and alternative school students was compared using a 

chi-square contingency table to determine whether the differences 

between the observed and expected values are significant. Therefore, this 
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is a chi-square test of whether or not there is a significant difference 

between the observed frequency of students in any of the eight 

dichotomous personality scales who choose to attend an alternative 

school or a traditional campus. The null hypothesis is that the observed 

distribution of students with dichotomous personality preferences who 

choose alternative education or traditional education will not differ from 

that which is expected. 

In this study, there are only two categories (E/I, S/N, T/F, or J/P). 

Thus, there is 1 degree of freedom associated with the test of this null 

hypothesis. In other words, only the expected frequency in one of the 

two categories is free to vary. Assuming that the power is set at .05, the 

critical value of chi-square for 1 degree of freedom is 3.84. 

Extrovert/Introvert 

To test the null hypothesis, the sample of 120 students from 

alternative education and traditional education was categorized into their 

respective personality preferences. The observed distribution of students 

displaying a preference for E/I is found in Table 5. The expected 

frequency for the Extrovert scale was found by multiplying the number of 

students in the sample (60) by the respective total expressing preference 

for Extrovert (78) and dividing by the total number in the sample (120). 

Therefore, the expected value for the Extrovert preference was 39. The 

expected frequency for the Introvert scale was found similarly by 

multiplying the number of students in the sample (60) by the respective 



57 

Table 5 

Distribution of Students With a Preference for Extrovert/Introvert 

Preference 
Alternative 

School 
High 

School 
Schools 

Combined 

Extrovert 45 33 78 

Introvert 15 27 42 

Total 60 60 120 

total expressing preference for Introvert (42) and dividing by the total 

number in the sample (120). Therefore, the expected value for the 

Introvert preference was 21. The completed values for the E/I scale are 

shown in Table 6. 

Sensing/iNtuitive 

To test the null hypothesis, the sample of 120 students from 

alternative education and traditional education was categorized into their 

respective personality preferences. The observed distribution of students 

displaying a preference for S/N is found in Table 7. The expected 

frequency for the Sensing scale was found by multiplying the number of 

students in the sample (60) by the respective total expressing preference 

for Sensing (53) and dividing by the total number in the sample (120). 

Therefore, the expected value for the Sensing preference was 26.5. The 
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Table 6 

Completed Values for Extrovert/Introvert Scale 

Type of School Observed Expected 

Extrovert 

Alternative school 
High school 

45 
33 

49 
39 

Introvert 

Alternative school 
High school 

15 
27 

21 
21 

Table 7 

Distribution of Students With a Preference for Sensinfr/iM*,»t«y-

Preference 
Alternative 

School School 
Schools 

Combined 

Sensing 19 34 53 
iNtuitive 41 26 67 

Total 60 60 120 

expected frequency for the iNtuition scale was found similarly by 

multiplying the number of students in the sample (60) by the respective 
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total expressing preference for iNtuition (67) and dividing by the total 

number in the sample (120). Therefore, the expected value for the 

iNtuition preference was 33.5. The completed values for the S/N scale 

are shown in Table 8. 

Table 8 

Completed Values for Sensing/iNtuitive Srale 

Type of School Observed Expected 

Alternative school 
High school 

Sensing 

19 26.5 
34 26.5 

Alternative school 
High school 

iNtuitive 

41 33.5 
26 3 3 . 5 

Thinking/Feeling 

To test the null hypothesis, the sample of 120 students from 

alternative education and traditional education was categorized into their 

respective personality preferences, the observed distribution of students 

displaying a preference for T/F is found in Table 9. The expected 

frequency for the Thinking scale was found by multiplying the number of 

students in the sample (60) by the respective total expressing preference 
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Table 9 

Distribution of Students With a Preference for Thinking/Filing 

Preference 
Alternative 

School School 
Schools 

Combined 

Thinking 20 20 40 

Feeling 40 40 80 

Total 60 60 120 

for Thinking (40) and dividing by the total number in the sample (120). 

Therefore, the expected value for the Thinking preference was 20. The 

expected frequency for the Feeling scale was found similarly by 

multiplying the number of students in the sample (60) by the respective 

total expressing preference for Feeling (80) and dividing by the total 

number in the sample (120). Therefore, the expected value for the 

Feeling preference was 40. The completed values for the T/F scale are 

shown in Table 10. 

J udging/Perceiving 

To test the null hypothesis, the sample of 120 students from 

alternative education and traditional education was categorized into their 

respective personality preferences. The observed distribution of students 
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Table 10 

Completed Values for Thinking/Feeling 

Type of School Observed Expected 

Thinking 

Alternative school 
High school 

20 
20 

20 
20 

Feeling 

Alternative school 
High school 

40 
40 

40 
40 

displaying a preference for J/P is found in Table 11. The expected 

frequency for the Judging scale was found by multiplying the number of 

students in the sample (60) by the respective total expressing preference 

for Judging (42) and dividing by the total number in the sample (120). 

Therefore, the expected value for the Judging preference was 21. The 

expected frequency for the Perceiving scale was found similarly by 

multiplying the number of students in the sample (60) by the respective 

total expressing preference for Perceiving (78) and dividing by the total 

number in the sample (120). Therefore, the expected value for the 

Perceiving preference was 39. The completed values for the J/P scale 

shown in Table 12. 
are 
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Table 11 

Distribution of Students With a Preference for Tudging/Perceiving 

Preference 
Alternative 

School 
High , 

School 
Schools 

Combined 

Judging 

Perceiving 

Total 

13 

47 

60 

29 

31 

60 

42 

78 

120 

Table 12 

Completed Values for ludginp/Perceiving 

Type of School Observed Expected 

Alternative school 
High school 

Judging 

13 
29 

21 
21 

Alternative school 
High school 

Perceiving 

47 
31 

39 
39 

Correlations between items were tested for significance with a 

chi-square test of contingency tables. In this manner, the relationship 
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between the four personality preferences was measured by the 

Myers-Briggs Type Indicator (MBTI) to enrollment in alternative school 

by choice (Table 13). 

Table 13 

Chi-Square Calculations for Extrovert/Introvert 

Observed Expected O - E (O - E)2 (O - E)2/E 

1 45 39 -6 36 0.923076923 

2 33 39 6 36 0.923076923 

3 15 21 6 36 1.714285714 
4 27 21 6 36 1.714285714 

Total 0 5.274725275 

Note. O - Observed, E = Expected. Chi-square = 5.274725275. 

As stated previously, because there are only two categories, once 

the expected value of the first category was determined, the second was 

uniquely determined. Thus, only 1 degree of freedom is associated with 

this example. Assuming the .05 level of significance used in testing this 

null hypothesis, the critical value of chi-square is 3.841. The calculated 

value of chi-square was 5.274725275. Therefore, the null hypothesis is 

rejected. The difference between the observed number of students 
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expressing preference for Extrovert/Introvert and the expected number 

was significant. More students expressed an Extrovert preference and 

fewer students expressed an Introvert preference in alternative education 

than can be attributable to chance fluctuation. More students expressed 

an Introvert preference in traditional education and fewer expressed an 

Extrovert preference in traditional education than can be attributable to 

chance fluctuation (Table 14). 

Table 14 

Chi-Square Calculations for Sensing/iNtnition 

Observed Expected O - E (O - E)2 (O - E)2/E 

1 19 26.5 7.5 56.25 2.122641509 
2 34 26.5 -7.5 56.25 2.122641509 
3 41 33.5 -7.5 56.25 1.679104478 
4 26 33.5 7.5 56.25 1.679104478 

Total 0.0 7.603491974 

Note. O — Observed, E = Expected. Chi-square = 7.603491974. 

Assuming the .05 level of significance used in testing this null 

hypothesis, the critical value of chi-square was 3.841. The calculated 

value of chi-square is 7.603491974. Therefore, the null hypothesis is 
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rejected. The difference between the observed number of students 

expressing preference for Sensing/iNtuitive and the expected number was 

significant. More students expressed an iNtuitive preference and fewer 

students expressed a Sensing preference in alternative education than can 

be attributable to chance fluctuation. More students expressed a Sensing 

preference and fewer expressed an iNtuitive preference in traditional 

education than was expected (Table 15). 

Table 15 

Chi-Square Calculations for Thinking/Feeling 

Observed Expected O - E (O - E)2 (O - E)2/E 

1 20 20 0 0.00 0 

2 20 20 0 0.00 0 

3 40 40 0 56.25 0 

4 40 40 0 56.25 0 

Total 0 0 

Note. O = Observed, E = Expected. Chi-square = 0. 

Assuming the .05 level of significance used in testing this null 

hypothesis, the critical value of chi-square was 3.841. The calculated 

value of chi-square was 0. Therefore, the null hypothesis is retained. 
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The difference between the observed number of students expressing 

preference for Thinking/Feeling and the expected number was not 

significant (Table 16). 

Table 16 

Chi-Square Calculations for Tudging/Perceiving 

Observed Expected 

WJ i O
 (O - E)2 (O - E)2/E 

1 13 21 8 64 3.047619048 

2 29 21 -8 64 3.047619048 

3 47 39 -8 64 1.641025641 

4 31 39 8 64 1.641025641 

Total 0 9.377289377 

Note. O = Observed, E = Expected. Chi-square = 9.377289377. 

Assuming the .05 level of significance used in testing this null 

hypothesis, the critical value of chi-square was 3.841. The calculated 

value of chi-square was 9.377289377. Therefore, the null hypothesis is 

rejected. The difference between the observed number of students 

expressing preference for Judging/Perception and the expected number 

was significant. More students expressed a Perception preference and 

fewer students expressed a Judging preference in alternative education 
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than can be attributable to chance fluctuation. More students expressed 

a Judging preference and fewer students expressed a Perception 

preference in traditional education than was expected. 



CHAPTER 5 

SUMMARIES, FINDINGS, CONCLUSIONS, 

AND RECOMMENDATIONS 

The purpose of the study, literature review, methods and 

procedures, and findings are summarized in this chapter. Finally, 

conclusions and recommendations are made based on the findings of the 

study. 

Purpose of the Study 

Despite the efforts of educators to respond to research on the 

characteristics of at-risk youth and the effects of the school environment 

on student success, the dropout rate in United States public schools 

continues to be a major concern. The effect of this alarming attrition 

translates into a significant loss of productivity for society and for the 

individual. In order to survive, the population must be educated. 

American culture is a pluralistic one, and a single approach to education 

cannot serve a pluralistic society. The purpose of this study was to 

determine personality characteristics of students who are successful on 

the traditional campus and students who are successful on an alternative 

campus. With this knowledge, more students can be successfully served 

on the traditional campus without necessity for alternative education. 
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Literature Review 

A major thrust of educational reform in the 1990s has been the 

alternative school. The alternative school can ensure a quality education 

for a greater number of students, help reduce the dropout rate, and help 

achieve excellence in schools. All effective alternative programs share 

certain fundamental characteristics, such as a highly trained and caring 

staff, an innovative curriculum, a flexible and supportive administration, 

and student access to counseling and social services. Amid all the current 

talk of school restructuring, alternatives are the clearest example of what 

a restructured school might look like. They represent the most definitive 

departure from the programmatic, organizational, and behavioral 

regularities that inhibit school reform. Moreover, many of the reforms 

currently pursued in traditional schools-downsizing the high school, 

student and teacher choice, making the school a community, 

empowering staff, active learner engagement, authentic assessment-are 

practices that alternative schools pioneered. 

However, the term alternative education is linked with 

unsuccessful students, and a "school for losers" bias. Yet, alternative 

schools call for diversity in preference to common standards and 

uniformity. Alternative programs reject the "best way" approach and 

focus on individual student needs. To help students achieve, 

administrators must look for goals, ask how to meet their goals without 

depending on traditional approaches, and design a program to meet the 
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needs of a specific student population. Creativity and new ways of 

examining problems are required for those who develop alternative 

educational plans. 

Methods and Procedures 

In this study the researcher investigated the personality preferences 

of students in alternative education and students in traditional 

education. The personality of students was measured, utilizing the 

Mvers-Briggs Type Indicator (MBTI) instrument. The MBTI measures 

16 combinations of four preferences of interests, values, and skills that 

identify personality types. This study selected eight dichotomous 

personality preferences. Using the MBTI. the investigator sought to 

determine whether a significant difference existed between the observed 

frequency of eight dichotomous personality types and the expected 

frequency of these types in students in alternative education and 

traditional education. 

The dichotomous variables that make up the 16 personality types 

are as follows: 

1. Extrovert or Introvert-outer world versus inner world; measures 

where students tend to focus their attention. 

2. Sensing or iNtuition-present and concrete versus future; 

measures how students acquire information or find out about things. 

3. Thinking or Feeling-objective logic versus subjective 

evaluation; measures how students make decisions. 



71 

4. Judging or Perceiving-planned and organized versus flexible 

and spontaneous; measures a student's need for structure. 

The MBTI was administered to 120 students in Texas, specifically 

60 students in alternative education and 60 in traditional education. 

The null hypothesis is that the observed distribution of students with 

dichotomous personality preferences choosing alternative education or 

traditional education will not differ from that which is expected. The 

test statistic for comparing observed and expected frequencies is 

chi-square test of contingency. In this study, there were only two 

categories (E/I, S/N, T/F, or J/P). Thus, there was 1 degree of freedom 

associated with the test of this null hypothesis. Assuming that the power 

was set at .05, the critical value of chi-square for 1 degree of freedom was 

3.84. 

Findings 

1. The difference between the observed number of students 

expressing preference for Extrovert/Introvert and the expected number is 

significant. More students expressed an Extrovert preference and fewer 

students expressed an Introvert preference in alternative education than 

can be attributable to chance fluctuation. 

2. The difference between the observed number of students 

expressing preference for Sensing/iNtuitive and the expected number is 

significant. More students expressed an iNtuitive preference and fewer 
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students expressed a Sensing preference in alternative education than can 

be attributable to chance fluctuation. 

3. .The difference between the observed number of students 

expressing preference for Thinking/Feeling and the expected number is 

not significant. 

4. The difference between the observed number of students 

expressing preference for Judging/Perception and the expected number is 

significant. 

More students expressed a Perceiving preference and fewer 

students expressed a Judging preference in alternative education than can 

be attributable to chance fluctuation. 

Conclusions 

Because the sample was limited to two groups of students, any 

generalization of results must be set forth cautiously. However, realizing 

that not all students are characterized by the same personality 

preferences and, therefore, the same learning styles, provides a more 

positive environment in which learning can take place. 

The following conclusions should be considered: 

1. The traditional school curriculum favors an Introverted way of 

experiencing life. It puts more emphasis on the skills of reflection than 

the skills of action. It is built on book learning, rather than direct, active 

experience. 
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2. The cognitive style of the Extroverted learner favors (a) talking 

to help thoughts to become clear and (b) learning through verbal and 

nonverbal interactions. 

3. The curriculum in the traditional high school favors a Sensing 

way of experiencing life. The ideal curriculum for Sensing types puts 

them in direct contact with the physical realities of what is being studied. 

4. The ideal curriculum for iNtuitive types intrigues and inspires 

them to pursue the curriculum's content. The best curricula accomplish 

both 3 and 4 at the same time. These curricula accomplish this because 

the curriculum developers gave first priority to engaging students in 

direct inquiry. 

5. iNtuitive types on either campus do their best work with 

learning assignments that put them on their own initiative, with real 

choices in the ways they work out their assignments. This type likes 

beginnings more than endings, because beginnings are fired with the 

fascination of new possibilities. When they have study assignments 

about which they can be enthusiastic, they are much more likely to carry 

them to completion. After a concept is understood to their satisfaction, 

they may find continued practice boring and never achieve complete 

mastery. 

6. In discussing the thinking-feeling component, alternative 

education students are no more likely than traditional students to make 

decisions on subjective values. All students learn best when they have 
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teachers who are logically organized, subjects and materials that flow 

logically, and feedback that shows them their specific achievements, 

receiving .personal encouragement and consideration of their feelings. 

With the exception of some college programs that teach counseling skills, 

our curricula favor the side of life experienced by thinking types. Most 

educators see thinking as rational and feeling as irrational. Type theory 

demonstrates that feeling judgment is neither secondary nor inferior to 

thinking judgment. It is an equal partner, providing the personal side of 

rationality. 

7. The traditional school curriculum favors a Judging way of 

experiencing life in that classes are often structured involving set due 

dates and strict curricula. 

8. The Perceiving types whether found on either campus do their 

best work when they have genuine choices in assignments, as with a 

system of individual contracts in which the student can negotiate some 

of the activities. 

Recommendations 

The following recommendations should be considered: 

1. Whatever the skills, the curriculum planner should aim for 

designing themes and units that have both action and reflection 

throughout the study sequence. They should plan a strong program of 

action, using cooperative and team learning to facilitate the learning of 

the students with the Extroversion preference. Routine skill learning 
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should be balanced with novel and active tasks, group discussion, and 

hands-on activity from the earliest stages of learning. Students should be 

encouraged to use each other as learning resources and to structure their 

interaction accordingly. The curriculum should carry the classroom into 

the community and bring the community events and resources into the 

classroom. As students become more accustomed to constructing 

knowledge and applying strategies on their own, the instructor should 

gradually turn over responsibility for their learning to them, within 

sequences or units of instruction and across the school year. 

2. A context for skill learning should be provided that establishes 

clear reasons for needing to learn the skills, affords opportunities to 

apply the skills, and helps students relate one skill to another to facilitate 

the learning of the iNtuitive student. Meaning and understanding 

should be the focus from the beginning-for example, by orienting 

instruction toward comprehending reading passages, communicating 

important ideas in the written test, or understanding the concept 

underlying number facts. Opportunities for creativity and imagination 

should be provided. 

3. There should be opportunities within the curriculum for direct 

personal inquiry. Perhaps the evolution of human knowledge could be 

seen through the subjective experiences of men and women who have 

developed that knowledge. Their biographies would be important tools 

for learning, as would be films that provide subjective insights. The 
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scientist as an inquiring person would be studied as well as the scientific 

understanding he or she provided. 

4. Alternatives such as self-paced learning situations should be 

encouraged to facilitate the learning of the student with a Perceiving 

preference. Expectations are set for classroom deadlines that are flexible 

and appropriate to the academic work at hand, within the broad 

boundaries established by teacher and students. Teachers are 

encouraged to find a new basis for classroom order that emanates as 

much as possible from academics rather than generic rules, incentives, 

and consequences for misbehavior. In general, then, classroom structure 

should be intimately linked to the nature of the academic work being 

done. 

Recommendation for Further Study 

It would be a mistake to take the principles presented here as 

newly received wisdom about the education of at-risk students. These 

recommendations are not a blueprint for change but a call for further 

study by researchers, who, as they try these, will evolve better principles, 

in addition to discovering altogether different ones. It is hoped that the 

ideas presented here will lead to the curricula and structure that at-risk 

students need to participate fully in their schools without the need to 

seek alternatives in education. 
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