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A STUDY OF THE RELATIONSHIP BETWEEN LEARNING CONCEPTIONS
AND LEARNING STYLES AMONG COLLEGE STUCENTS

INTRCOUCTTON

Smith, Halpin & Halpin (1993) described a langitidinal study of incaning
frestmen at Mississippi State University (MU). The study revealed that over 70% of
the freshmen with less than a 2.0 grade point average at the end of their first
semester do not camplete their bachelor’s degree—even when they stay in school a
little lager. MU is not alone. National studies have revealed that 40% of
entering freshmen never finish their baccalaureate degree (Smith, et al, 1993).

Several questions emerge in the weke of Smith’s, et al (1993) study. For
exanple, What did the 70% expect? What was their view of college, of themselves?
What conceptians of learning did they have? What were their learmning styles? Would
teacher- or self-awareness of their leaming canceptions and/or leaming styles have
mede a difference? What changes did the 30% make who finally gradiated?

The recent interest in research an leaming conceptions (Gow & Kexber, 1993;
Bigge, 1993; Entwistle, 1988; Bereiter, 1990) as well as the popularity of leaming
style research (Sclmeck, 1988; Ehrman & Qxford, 1990) may be helpful in addressing
sare of the questians above, and perhaps make a difference in the academic lives of
college students in the future.

Canceptions of ILearming

A learning caxeptim is a general framework in which a student approaches
learning. It is a precaception, a way of parsing ane’s own world (cf. Bereiter,
1990). saljo (1979) identified five caneptions of learning, and Beaty, Dall’Alba &
Marton (1990) added arother.

Recently, Bereiter (1990) proposed two learning conceptions in terms of

cantextual modules that students use in their approaches to learning: a school work

module (SAM) amd an intenticnal leaming module (IIM). Iran-Nejad (1989; 1990;

1992; 1993; 1994) prouposed a third interest-creating discovery module (ICTM) fram




Learning 3
the viewpoint that leaming is the reorganization of ane’s own knowledge. S
perpective of leaming implies that learning is direct intermalization of extermal
knowledge, and IIM module suggests that learning is the canstructive intermalization
of extermal knowledge. Ama*ﬁixApresmtsaodrpan’smarﬁcmtxast of the three
aproaches. (ne important aspect of these modules to this study pertains to the key
cancept associated with each; namely, wholetheme learming and teaching (ICIM),
piecareal, rote learning (S¥), ard intenticnal, effortful leaming (OM).

Haygood & Iran-Nejad (1993) investigated whether Bereiter’s two modules are by
tharselves an adequate description of students’ learming caxeptions, or whether
there is a third coaxeption that, when cambined with Bereiter’s S and IM, is a
more camprehensive treatment of students’ canceptions. A Learning Conceptians
Irnventory was designed for an ampirical study of students’ ocanceptions, arnd a factor

analysis was canxducted an the first pilot study of the ICT. A scree plot of

Eignevalues revealed that three factors showed significant separation from other
Eignevalues; hence, a discrete three-factor solution was produced yielding three
significant ard interpretable factors.

In regar to the key cawepts of these cantextual modules, both WM and IM
would be theoretically orthogonal if not juxtaposed to ICIM; in particular, ICTM
cancept enphasizes a wholethare aoorcach, while SM and IIM would pracably fit into
a piecameal, incravental approach to learning. That is not to say that IM and SaM
are exactly the same; however, the juxtaposition does imply that when IAM is
introdiced that IM/SAM might begin to lose their distinctiveness in sare ways.
Wholethame aporoach to teachin and leaming amhasizes sinplication by integration
rather than sinplification by isolation (Iran-Nejad, 1994), is multisource (Iran-
Nejad, 1990), and includes intuition (Iran-Nejad, 1993), and intenticnal as well as

incidental learning experiences (Iran-Nejad, Marsh, & Clements, 1992). Theames that
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are closely a ~xiated with wholethare aporoach include the contextuality of
learnming ard learning approaches as ontextual modules (Bereiter, 1990), and sources
of self-regulatim, or, Wo is in control--if aryone, of learning?

Styles of Learning

Persanality type/leamino style-research has been popular for several decades,
ard, according to Myers & McCaulley (1985), possesses strong appeal for students amd
educators, as well as comnselors. (ne of the most popular instruments over the past
decade has been the Myers-Briggs Type Indicator (MBIT). The MBIT is based an Jung’s
theory of perscnality type, vwhich focuses an the idea of gpposite sets of
characteristics in human persanality (McCaulley, 1990; Lam:a)ce 1982) . Myers and
Briggs adapted Jung’s theary and created an instrument that consists of four scales
representing four pairs of preferences: extraversion (E) vis-a-vis introversion
(I), sensing (S) vis-a~vis intuition (N), thinking (T) vis-a-vis feeling (F), and
judging (J) vis-a-vis perceiving (P). Therxefore, an individual's persanality type
will cansist of four descriptors (letters), one fran each pair of preferences.

2ocording to Myers & M:Caulley (1985), academic aptitude is particularly
related to EI and SN dimensians, decisian-meking to JP, arnd interest to SN ard EI.
Sare inplications of MBIT scales for learmning (style) are:

1. Introverts will do better than extraverts in acadamia since schoolwork
requires working intensively with concepts ard idess;

2. Intuitives will do better than sensing types since an
academic caontext requires the capacity to work with abstractian, smb, ard
theory;

3. Hence, IN-students will have a relative advantage over
students who are ES (Myers & McCaulley, 1985);

4. Academic tasks requiring logical analysis favor thinking (T) types,

O
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while tasks requiring understanding huren motivations favor feeling (F) types;

5. The jukying (J)-perceiving (P) preference relates to
probl an-solving and decision-making in that J's terd to move toward closure quickly,
while P's terd toward leaving ane’s options open. For a further description
of MBIT types ad their relationship to learning styles see Appendix B.
Accarding to type theory, leamers learn best throuwgh instruction that approximates
their preferred persanality attitudes and fumctions. The inplications of leaming
canceptians and leaming styles for educatianl settings is straightforward.
However, ane additicnal camparism between oanceptions and styles is that while
styles are generally cansidered relatively stable, learning conceptians may
theoretically change.

RATTONALE & PURPOSE FUR THIS STUDY

Haygood & Iran-Nejad (1993) reported that ane of the goals of their earlier
study was to irvestigate the relatianship between learming conceptions kased an
three modules ard persanality types/learning styles of college students. This
present study purports to do just that. Specifically, the researchers camared
learming canceptions as described by the Learning Caxeptions Irventory (ICT) with
learning styles/ persanality types of the Myers-Briggs Type Irventory. OQur

interest, therefore, was:

1. To explore the relationship between leaming conceptions and learning
styles; ard

2. To investigate how learning conceptions and learning styles relate to
academic learming as measured by students’ GPA.

The inportarxe of this study could possibly result in a more cotimistic

predicticn of the 40% of entering college students who never graduate.

L
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METHOD
Subjects
The subjects were 303 volunteer graduate and undergraduate students fram The
University of Alabama, Tuscaloosa, Alabema, Beeson Divinity School of Samford
Alabama, ard the School of Bducation of Samford [it’liversity, Birmingham, Alakama.
Table 1 shows the distribution of the student population according to institution
ard particular comxrse the student was taking.

Insert Table 1 about here

The subjects were asked to camplete both instruments in a classroan setting. When
the statistical analysis was run on SAS at The University of Alabama, it was
discovered that fram ane (1) to four (4) missing values were doserved cn the ICT
report forms: SAS autamatically removes these entire samples; hence, the ICT
reported a different rmumber of doservatians than the MBIT reported.

The inclusian of graduate students in this study is not an essential elament
for the present research, but serves anly to increase the mumber of participants. A
camarisa between the undergraduate and graduate population will be studied at a
later time. The purpose of including populations fram three institutions (The
University of Alabema, Beeson Divinity School, and Samford University) is not to
carpare respective institutions ut anly to enhance the research by irvolving more
students fram several institutions and fram a variety of courses. It is believed

that such inclusions will improve generalizability.
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Instrumentation

Two instruments were used to examine the relatianship between learning
canceptians ard learnirng styles: (a) the Learning Canceptions Inventory (ICT), and

(b) the Myers-Briggs Type Indicator (MBII); the results were campared with students’
GEAs.

Leaming Canceptians Tnventory

A Leaxm_ng Caceptians ITnventory (LCT) was designed by the researchers
(Haygood & Tran-Nejad, 1993) to measure the conceptions of learning correspanding to
three modules: (a) leaming as straight intermalization of extemal knowledge
(Bereiter’s SAM); (b) constructive intermalization of external knowledge (Bereiter’s
IM); ad (¢) the reorganization of ane’s own knowledge (ICTM).

The ICT is an 85-itam, 27-category (3 items in each category, plus four test
itars) instrument designed to describe how students aprroach learning. Categories
include such topics as affect (arxdety), purpose in study, writing term papers,
mamory, teacher expectations, cutcare, metacognitive awareness, ard locus of
control. The items are randanly assigned thrrughout the instrument so that itans
within the same category do not appear in close praximity to cne amther. (Apperdix
C oontains itams fram the ICT.)

Reliability. 2An earlier pilot study was conducted with 44 volunteer BEP205
students in December, 1993, at The University of Alabama. Cronbach coefficient
alpha yielded a reliability of .94 with item-to-total ccefficients ranging fram -
0.17 to .87. Such a large ccefficient irdicates the strong intermal cansistency of
the instrurent. The standard error of measurement for the ICT was 1.004.

Validity. According to Pittenger (1993), validity is a unitary concept
requiring that validity ke established fram meny scurces of corrcboration; hence,

validatian of the ICI is a process that has not reached finality. Content validity
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contimues to oocupy the researchers evaluation, and revisions of items are plarmed
in the futuwre. Criterim validity has not yet been established, ut the
instrument’'s correlation with GPA ard other variables will contimme to ke explored;
hence, the criterion might becare acadamic success (as moaasured by GPA).

Predictive validity will contime to be tests:d with GPA correlations with new
subjects, and through a lagitudinal study with previous subjects.
Myers-Briggs Type Inventory

The Myers-Briggs Type Inventory (MBIT) was used in order to descrile students’
leaming styles. The learning style camponent of the MBIT is primarily NS
wreference; however, other relevant descriptors of leaming style in the MBIT will
also be used. The MBIT (Form G) is a 126-item instrument that purports to report
individual persanality type, amd is, it claims, kased an Jurg’s theory of
persanality types (McCaulley, 1990). Fomm F (cf. Carey, Fleming & Roberts, 1989)
and Form G (Williams & Price, 1993) are hoth used for research purposes; however,
Form F is generally cansidered cbsolete. Fom F is longer (166 questions), although
the correlations of item weights for Form F and Form G are essentially
interchangeable. 2According to the MBTI, there are four categories of personality
descriptors, each category cantains oposite functians. Hence, there are 16
possible personality types.

Scores fram the MBIT are reported an four dichotamies: EI, N, TF, ard JP.
hhile the scores are reported an a contimious scale, every score is tremslated into
a naninal choice. The unfortunate aspect of this method is that a person who scores
only plus—ae on any scale is typed as that particular letter. Pittenger (1993)
severely criticized the MBTI an this very point. However, the MBTT interpretative
material wams against typing a persm as clearly ane particular type if that

person’s choice score is less than ten. The MBTT is not recamended for individuals
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less than the eighth grade. (A carpanion instrument has been recently developed for

. measuring the type of children; namely, the Murphy-Meisgeier Type Indicator for

Children (MMIIC) (Meisgeier & Mupity, 1987).

The purposes for utilizing the MBTT in this study is that (a) the learning
style carpaents are associated with persanality types, and (b) the MBIT enjoys wide
popularity in educational (and other) contexts (cf. Myers & McCaulley, 1985).
Exanples of the learning styles/perscnality types that are depicted by the MBIT are
described by various researchers ard educators; for example, Myers & McCaulley
(1985), Lawrence (1982), Qxford (1990), Emmen & Qxford (1990), Provost (1990), and
Myers & Myers (1980), et al (vide: Apperdix B].

Reliability. Although reliability studies of the MBIT have not been
extensive, there is a growing body of literature an the peychametric properties of
the MBTT (cf. Williams & Price, 1993). Carlson (1985) reported that available
studies irdicate satisfactory intermal cansistency on each of the four scales.

Myers & McCaulley (1985) concluded that test-retest relidbilities show consistency
over time, a caxlusion that Strickler & Ross (1964) had reported earlier (cf.
Carskadon, 1977). Jdmsan (1992) also reported evidence for the stability of the
MBTT scores over a 30-month period yranging fram .79 to .83; however, the reliability
of the Tr-scale was less stable (r= .62) (cf. Williams & Price, 1993). Carlyn
(1977) reported split-half reliability fram .66 to .92, and that, generally,
reliability seaned to be satisfactory.

Contrary to the positive interpretation of the MBIT in the previocus paregrach,
Pittenger (1993) blisters the MBIT as a perscnality descriptive instrument as well
as the interpretation of the pscyhametric reliability and validity that researchers
have reported. Pittenger (1993, p. 483) caxludes: "Taken as a whole, the MBIT

makes few unique practical or theoretical contributions to the urderstarding of
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behavior." While Pittenger’'s criticisms should not be ignored, firther research can
aly enhance the interests of the educatianal and professional camumnities.

Validity. Validity secks to determine whether an assessment instrument
measures what it purports to measure. Myers & McCaulley (1985) stated that the
validity of the MBIT is determined by its ability to show relationships and outcomes
-predicted by Jung’s theory. Hence, construct validity may be ascertained by
carparing the doservable hehaviors of those subjects in a type-grouping with the
behavior described by theory for that type, a relationship that Myers & McCaulley
(1985) seared to demnstrate. Criterimn-related validity also sears to have been
evidenced in that behaviors predicted regarding type-description appear consistent
with that prediction. Furthermore, due to the lang history of the development of
the MBTT, the revisian of items, the different forms in which the instrument
appears, and enpirical evidence, face and content validity seem to be established in
that the instrument seems to measure the kinds of things about which aporopriate
caclusions may e drawn (cf. Myers & McCaulley, 1985). In studies of 37
instrurents and sarples, Myers & McCaulley (1985) reported correlations of MBIT
contirous scores with other scales; therefore, the MBIT appears also to have
cavergent validity. Carey, Flaming & Roberts (1989) pointed cut that the MBIT
scales correlate with other instruments in a marmer consistent with type theory.
Fourqurean, Meisgeier & Swank (1990) also reported correlatians of the MBIT ard the
16 Persanality Factors Questicmaire. Furthemmore, Myers & McCaulley (1985) argued
that correlations have limitations as evidence for canstruct validity in that they
report anly the four preferences sequentially, but do not show the 16 types as
dynamic entities.

Thampsan & Borrello (1986) provided strang empirical support for the MBIT four

theoretical dimensions based an factors. Tzeng, Qutcalt, Boyer, Ware & Landis

s
-
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(1984) conducted four thorough psychametric analyses of the MBIT itams, and reported
that the four factors vielded an almost perfect match with the four theoretical
construct-scales.
RESULITS
Two research methods were used in order to analyze the data: canonical
carrelatiomal analysis, and regression analysis.

Canmical Carrelaticnal Analysis. In order to investigate the different

dynamics "that are involved in the aoility of one varisble set to explain in
different ways different portias of the other variable set" (Thampsm, 1984, p.
59), a canmical correlation was candicted an the threefactor model with special
attention toward structure coefficients. Tables 2, 3, and 4 show the relatianship
between the (synthetic) cancnical variables and the squared canancial correlation
(¥.). Based an the squared canmnical correlation (i.e., the amount of variance in
th MBIT accounted for by the ICT), anly factor #1 (IOM, ¥*.= .24) ard factor #2
(SM, = .09) showed significance at Pr < .0l; therefore, 33% of the variance was
accomted for. Since variable #3 was non-significant (Teble 4), it will not be

included in this analysis.

Insert Tables 2, 3, & 4

About: Here

Table 2 shows that that portion of the ICT that is contributing to varisble #1
is M (-.89), sare of ICIM (.39), ad that the MBIT scales that are cantriluting to
variable #l are N (.85) and JP (.66). Therefore, SM and N are stroagly

negatively correlated, which is what ane would expect because 9iM focuses an

1.
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merorizing, while the N scale depicts the MBIT learning approach, i.e., S (sensing)
as respading to leaming situation with sensory aspects, and N (intuitive) as
responding to learning situaticns creatively, imeginatively, etc. SWM is also
roatively related to the JP scale (.66), which is also not surprising in that the P
(perception) scale reflects a desire for flexibility, swrprises, and spantaneity.
Note also that IOM is contributing sare to r’= .25 ard therefore is moderately
positively related to &N and JP. This positive relatianship between ICOM and N
(intuiticn) and the negative relaticnship between SAM and N is an important
coservation that suxorts the theoretical suspicion of the researchers.

Table 3 shows that variable #2 has a .= .09; admittedly, this is not strog,
but sare of the variance in the MBII is beirg accounted for by the ICT here. In
particular, IIM (.72) and JP (.66) are contributing the most. However, ICIM (-.69)
carbines with IIM, and EI (.40) carbines with JP. The implication is that IIM is
more stragly related to the JP scale, which is what ane would expect in that IIM
(intentional learning) focuses an structure, plaming, quizzes, which is also the
preferred style of J (judging)-types. Note particularly that ICIM is contributing
negatively carpared with the other variables that show same contribution: This
dservation also suggests the distinction between IM, an the ane hard, arnd JP
(particularly J), on the other hand. The pattern that arerges here between the 1T
and the MBIT variables sears to suport the anticipated dynamics of the relationship
of the two instruments; namely, when IIM is positively related to JP carbined with
EI, then ICM will be negatively related to those same scales.

A summary of the results of the canmical correlational analysis points to the
following results:

1. Only two variables showed significant r. of the relatianship between the

MBTT by ICT;
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2. When significance was demnstrated, ICIM showed a negative relationship
with S ard IM;

3. When significance was dammnstrated, ICIM contributed positively to r2.
(where IIM did not contribute) alang with N ard JP scales of the MBII; whereas,
IOM cantributed negativel-y to . (where IIM contributed positively) along with JP
arcl ET scales of the MBII;

4. Therefore, interest-and-discovery-learning-canception (ICIM) seeams to be
related to sensing/intuition ard to judging/perceptian learning styles where an
intentional leaming conception (IIM) and a rote memorization learming conception
(SAM) are not contrilbuting significantly.

Regression Analysis. In order to address the secard parpose of this study,

viz., How do students’ leaming conceptions and learning styles relate to academic
leamning as measured by students’ GPA?), regressim amalyses were caducted to
evaluate possible linear relationships. Table 5 shows the results of the variocus
regression analyses relative to the research question. (Note that the ruber of

cbservations varied due to missing cbservations in the ICI.)

Insert Table 5 about here

Regarding analysis rumber #1 (ICI) (mean= 3.05, standard deviation= .61), the
Pearsan correlation coefficients showed no multicolinearity. Coefficient for each
factor was as follows: ICIM .16, S -.00, IIM -.31. In evaluating the nost
parsimonious model, none of the models were particularly strag, but a two-factor

model seamed to be the best; namely, ICIM (.09) and IM (-.19) with R= .12, GPA =

b a
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3.08. Both SiM ard IIM contributed negatively in all the models; however, not
significantly.

Regarding analysis muber #2 (MBIT), mean= 3.05. Tukey's Studentized Rarge
(HD) was oanducted which did not demonstrate significance (a = .05). However, in
an ampirical examination, MBTT type camarison showed significance between ISTP ard
INTT (lower limit= -2.50, ugper limit= .16, mean difference= -1.17. This would seam
to indicate that the MBIT scale, ISIP-INLT, is contrxiluting most the GPA.

Regarding analysis mmber #3 (Gander/Race), significance was established with
F= 6.27, Pr> .0004. However, Sum of Squares significance test demmstrated that
anly race was significant, F= 8.80, Pr> .0002; hexe, it was concluded that race was
contributing significantly to GPA, and that gender was not. Tukey's Studentized
Range (HSD) Test also showed significance for race, in particular, between Furo-
Mrerican and Afro-American. No significance was damanstrated either between Buro-
Arerican vis-a-vis Asian, nor Afro-American vis-a-vis Asian. However, the mumber of
Buro-Anericans (285) far ocutrumbered Afro-Americans (33) and Asians (3). In
subsequent studies that do not show a large sample for discrete groxps, those groups
will be collapsed into ane, i.e., "Other Origins."

Regarding analysis rumber #4 (ILCIL/MBTI-together), significance was established
at F= 3.0, Pr> .0001, GPA mean= 3.08, with 19% of the variarxe accounted for by both
instrurents. However, Sum of Squares test of individual variables for significance
damnstrated that oanly two factors fram the ICT were significant, ICM (.05) and TIM
(.0001). An empirical examination of Tukey test showed significance, similar to
analysis rnumber #2 (MBTI alone), in carparison between INIJ and INIP (lower= -.70,
uper= 3.0, mean difference= 1.13). This would seem to irdicate that the MBIT
scale, INIJ-INIP, is contriluting most to GPA.

Regarding analysis rumber #5 (LCI/MBTIL/Gander/Race-together), significance was

tu
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established at F= 3.58, Pr> .0001, GPA mean= 3.09, with 25% of the variarce
acconted for by all the variables. However, Sum of Squares test of individual
variables for significance showed that, similar to the separate studies above, four
variables were contributing significantly; namely, MBIT (P> .01), Race (Pr> .0005,
Factor 1/ICIM (Pr> .01), and Factor 3/IM (Pr> .0001). As in analysis mmber #4,
INTJ-INTP scale was contributing significantly (lower limit= -.65, umper limit=
2.91, mean difference= 1.13.

A sumary of the regression analyses point to the following results:

1. Variables cansidered by themselves (e.g., LCI, MBIT, or Gader/Race) did
ot account for a high degree of the variance, i.e., each was less than .20;
however, ILCT did account for the most variance.

2. Vhen significant variables were carbined with other significant variables
(e.g., ICT with METT), there was an increased amamnt of the variance accomnted for;
hence, same practical significance is irdicated for such cabinations. That is to
say, if educators and students were aware of both learning conceptians ard learning
styles of students, then the potential for enhancing students’ academic experience
is increased;

3. All variables uder cansideration canbined to produce a reasanably
moderate R at .25; hence, sare practical significance of identifying students’
leamning conceptions and leaming styles; however, since the race-variable was
samewhat small for African-Ameri , no practical caclusion should ke drawn fram
the data at this point;

4. The ICI's best model for predicting GPA was a two-fold model, ICIM + IIM--
although TIM was contributing negatively to this model; herxe, an ICM leaming
canception seens more pranising as a positive contrilbutor to GPA.  SAM showed no

significant contrilution, hence, it may be too strayg to canclude that SWM is
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actually working contrary to academic performence, nevertheless, SWM does not show
positive contrilutions in ary of the models.

DISCUSSTN AND CONCLISIONS

The present study had two primary purposes: (1) To explore the relationship
between learming canceptions and leaming styles; and (2) to investigate how
learning styles ard learmning caxeptians related to academic leaming as measured
by students’ grade point average (GPA). The researchers feel that they same
important doservations may ke made hased an the results of this study.

With regard to the foregoing research purposes, the following canclusions are
indicated:

S and IM learning conceptions seem to be negatively related to ICM. The
implication is that, in a three-factor model, SWM ard IIM are distinct fran ICM,
ard that, if Iran-Nejad’'s bipartite descriptian of learning caxeptions (viz.,
wholetheme vis-a-vis pieceameal approaches) is correct, SWM ard IM mey be described
as plecameal. With regard to the MBIT types, IIM seamws to correspad to
characteristics associated with sensing (S) types--particularly when S is positively
carbined with the JP (judging-perception)-scale. SWM is also associated with S
types, ard sich a carbination may actual inhibit learning in academic (college)
contexts.

ICIM correspads to characteristics associated with N’s, with a prepanderarxe
of INTP's and INIJ's. It will be remarbered that IOM’'s key cancept is wholethame
learning in contrast to mere intenticnal leaming (IIM) or rote learmning (SWM).
Therefore, the wholethame ItM-dule seems to be a pranising omtrilbutor for
enhancing students’ acadamic success. Wholethare learning bears same resamblance to
INTU-INTP learning styles, and these learning styles are those that have been

predictably more successful in acadamic contexts (Myers & McCaulley, 1985).

1
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Therefaore, INTJ-INIP students seem to approach learming with characteristics
associated with a wholethare (ICIM) learning conception.

These results seem to indicate that an ICIM learning canception is the best
predictor of acadamic success, and when IOM is carbined with INTU-INIP scale,
acadanic achievament is significantly enhanced. The conclusians that the
researchers have tentatively reached, therefore, is that teaching and learning that
is wholetheme correlates with INIJ-INIP scale of the MBIT, and that success is
predictable. The researchers would further canclude that S types (especially ES;
cf. Myers & McCaulley, 1985) are seriocusly disadvantaged in treditional academic
cntexts. The problem is, according to Jung’s (1926) type theory, persmns are
imprisoned in their types. However, according to type theory, since every perscn
possesses all the preferences of MBTT-type categories, it would seam possible,
regardiess of type, to help students develop a leamiag caxeption, in particular--
ICM, that would enhance their academic experience. It is therefore hoped that this
study will address the problem of college drop—outs, and other students’ who

struggle with leaming in academic contexts.

FUIURE STUDY
This has been an illuninating and exciting study for the authors. Yet,
further research is anticipated as we plan to revise the ICI, canduct further
similar studies alaxy with lagitudinal stidies, and we would like to conduct this
study in authentic real-world context. We further anticipate exploring the
relationship between SAM, IIM, and ICIM with Saljo’s (1979) and Beaty, Dall’Alba,

and Martan’s (1990) leaming conceptions.
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Table 1

Distribution of Sample Selection

School and Course Subjects

The University of Alabama

BEP 205 (Educational Psychology) 170
BER 450 (Tests & Measurements) 74
BER 558 (Psychometrics) 12

Subtotal 256

Beeson Divinity School (Samford)

DVOTS11 (Hebrew) 23

Birmingham Theological Seminary

BC7501 (Biblical Counseling) 16

Samford University

School of Educaticn 8

Total 303
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Table 2
Canonical Structure for variable 1
LCI Factors Squared Canonical MBTI Scales
Correlation
M= -0.23
F,= 39 M,= 85
F,= -0.89 r’= .24 M,= -0.22
F,= 25 M= 66
Table 3
Canonical Structure for Variable 2

M,= .40
F,= -0.69 M,= -0.22
F,= -0.10 r’= .09 M,= .09
F,= .72 M,= .66

Table 4

Canonical Structure for Variable 3

M,= -0.48
F,= .61 M,= .37
F,= .44 r'.= .00 M,= .88
F,= .65 M,= .34
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Table &
Summary of Regresgsion Analyses

Regression Analyses Variance Accounted for Subjects
(1) LCI .12 250
(2) MBTI .10 290
(3) Gender/Race .06 285
(4) LCI/MBTI .19 250
(5)LCI/MBTI/

Gender/Race .25 247

-
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Appendix A
ANALYSIS OF LEARNING CONCEPTIONS BASED ON THREE MODULES

Learning 24

SWM ILM ICDM
~Adapting to a job ~-responding intentionally to -wholethene
-focus: task performance difficult learning situations as ~authentic versus
-incremental; rote problems to be solved... academic context
-concept of lrng: straight -concept of lrng: constructive ~multisource
internalization of internalization of -insight,discovery
external knowledge external knowledge incidental

-involves self-conscious,
learning~conrcious approach

~concept of learn-
ing: reorgani-
zation of one’s own
internal knowledge

Loyl T



Learning 25
Brief Description of Personality Types According to the MBTI
ISTJ ISFJ
thorough, orderly, logical, conscientious,
loyal, thorough,
task~committed, practical patient with routine & detail
ISTP ISFP
curious, interest in cause & sengsitive, modest, harmonious,
effect, efficient use of time & follower, aexistential, relaxed
energy regarding obligations
ESTP ESFP
unhurried, flexible, hands-on relaxed, existential, aware of
oriented, may by insengitive to present, fact-oriented, good
others common Sense
ESTJ ESFJ
realistic, practical, selective cooperators, popular, warm,
about effort, leaders sensitive, non-abstract,
people-oriented
INFJ INTJ
originality, conscientious, serve originality, independent,
social good, persevering, skeptical, critical, organized,
prinicpled goal-oriented
INFP INTP
loyal, enthusiastic, love learning, logical, theory-oriented,
over-committed, absorbed in performs well on examg, l1ikes
personal projects to focus on big issues
ENFP ENTP
imaginative, enthusiastic, people- & ingenious, stimulating, broad
solution-oriented, spontaneous interests, outspoken, resourceful
ENFJ ENTJ
raspongsibie, sensitive to others, leader, frank, cogent speaker,
socially active, leader of people weall-informed, self-confident

groups/discussions

Q C

']ERJ(j L

Aruitoxt provided by Eic:
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Characteristics Associated with MBTI Type Dimensions

EXTRAVERSION (E)

oriented toward outer world of actions,
objects & persons; uses trial & error;
looks for stimulation; outspoken; might
tend toward intellectual superficiality

SENSING (S)

percaeives with senses--nence,
on immediate, real, practical; likes
facta--diglikes abstract; likes rules,
objective teste; cautious with detail

THINKING (T)

makes decisions objectively,
Tooks for cause & sffect;
firm-minded

JUDGING (J)

Tikes to live by plan & order;
to control events;

focused

logically;
skeptical;

wantsg
1ikeg closure

INTROVERSION (I)

oriented toward inner world of ideas &
concepts; reflective; looks inward for
gtimulation & energy; subtle; often im-
impenetrable

INTUITION (N)

perceives possibilities; likee abstract,
ideas; looks for pattern(s) & big picture
imaginative & often creative

FEELING (F)

makes decisions subjectively, based on
values & human concerns; tactfui,; not
brief or businesslike; harmony-oriented

PERCEIVING (P)

Tikes to live spontaneously with flexi-
bility; adaptable: regsist closure

Characteristics Associated With Each Type
Relative to ngxning‘

EXTRAVERSION

discuas ideas in class, ask questions;
group projects; classg activities; field
work, discugs rather than write, move
quickly through material going for
breadth, rather than depth

SENSING
learn facts;
material;

memorizing; sequenced
specifices to theory;
concrete; actual results; useful &
practical; specific, axact directions
and assignments from teachers

THINKING

uge logic & cause-and-effect thinking,;
study & writing about impersonal
material (technical, factual,

gcientific),; grading system that is
fair & impartial; teachers who have
expertise; being shown why; being

able to critique & debate ideas

JUDGING

structure & well-defined assignments;
quizzes to measure progress; time

to plan, & no surprises; closure;
teachers stick to schsdule & subject

INTROVERSION

reflect on ideas, listening more than
talking; individual projects; learn by
inward reflection, reading, & writing;
understand a few things in depth rather
than gkim a wide-range of material

INTUITIVE
Tearn new ideas; get general picture or
theory; skip around, follow hunches;work

with complex problems & symbols; original
& creative approaches; freedom to pursue
agsignments in unique way

FEELING

use personal valueg & reactions tc
avaluate material; content must be mean-
ingful; personal approach; people-iasues;
knowing the teacher cares about them; a
clagsroom with a feeling of belonging
and friendliness

PERCEIVING

flexibility in classroom;
spontaneity;
agsignments;
Tine;

SORM® Surprises;
freedom in classroom and
gtart projects under dead-
several project at same time

Note. From Strategies for Succeas (pp. 2-5) by J.
FL: Center for Applications of Psychological Type.
Adapted by permission {permission requested].

A. Provogt, 1992, Gainesville,
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