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ABSTRACT 

Administrators ofien refer to "intuitiveness" in teacher evaiuations. What is meant by 

intuitiveness? m a t  is an ''intuitive'' teacher? Are the principals' perceptions consistent 

among themselves and with the literature? Can they identify an intuitive teacher? This 

study undertook to define intuition and an intuitive teacher based on the Literature, then to 

cletennine whether administrators could describe and select an intuitive teacher. The 

rneasure used was the Knowledge Accessing Modes Inventory ( 1988). The resdts cd1 in 

to question the use ofthe word "intuitive" to descnbe teachea. Behaviour and personal 

characteristics are confused witb intuition as a thinking style. Therefore, "intuitiveness" 

should not be used in teacher evaiuations. The study also challenges tests that include 

personaiity traits and observable behaviours as indicatoa of thinking style. 
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Purpose of the Study 

Teachea and school administrators are required to make hundreds of decisions each 

day. When one asks a teacher or school a d d s t n t o r  to explain why they made a 

paxticular decision, the answer, especially if the outcome was successful, will oden be, " 1 

just followed my intuition." Admhistrators may even include a mention of intuitive 

ability in teacher evaiuations. Jim Dean, former superintendent of the curriculum 

department of the Calgary Board of Education. insists that teaching is a g ik  an a 

talent: "Ln my thirty-five years as an educator, with over twenty as an administrator. my 

observations and evaiuations have coniirmed my belief that the best teachen are intuitive. 

They are not made. They are bom- They have a specid quaiity that others doi t .  which is 

difncult to describe, but when it's present, it is obvious" (personai communication. 

January 19, 1998). Gervais Sirois (1997) expresses it this way: 

The act of teaching is global and intuitive and resembles the artist's gestures 
. . . It cails upon dl of the resources of the person. his attitudes. personai 
cognitive style, background expenences, skills. knowledge and techniques. 
Teachers ody  rarely formulate their pedagogical thinking: they act . . . the 
styk of the teacher, simÎIar to the style of the artist, is anchored in a 
powerful Uiner structure. Because the structure is not defrned does not mean 
it does not exist. (p. 16, translation mine) 

As a recniitment consultant for the Calgary Board of Education, I have read 

hundreds of evduations and reference letters for teachers. References to "naturd ability," 

"with-it-ness" and "intuitive ability" are common: 

bL has the intangible quality of being a naturai teacher . . . she instinctively 

knows when to adjust a Iesson or change an activity to suit the cIassroom 



CC had an intuitive kmwledge of individuai needs and was able to make 

each child feeI part of the class;" 

i c  's intuition guides her as she presents books to young children. She 

knows when to present a new ski11 to a student and when to ailow that student pnctice 

time with familiar material;" 

CC 's fine sense of intuitive ability cornbuied with her vision of working 

hard to anain a goal. . . make her the strong individual that she has becorne;" 

%as a naturai, built-in ability to be a teacher. She was an intem with tme 

'with-it-ness' ." 

0 *'She is what 1 wouid cal1 a onaturai' . . - If 1 had to describe in six wods. I 

wouid say she is respected, dependable, positive, creative, intuitive and dedicated." 

Whiie these references are to be interpreted as positive, do they represent the skills 

of these teachers fairiy? GIowing references to intuitive teaching ability seem imprecise. 

m a h g  it difficult for others to understand the processes at work in reaching md teacher 

evaluation. Yet when ernbedded in the text of a teacher evaluation, the words "intuitive 

teacher" can have a powerfid impact. Recniitment consultant Gordon Fairhead, a 

principal for twenty years and remiter for f v e  years, states that. ail other criteria such as 

marks and positive ratings on scded evduations being equal, he wouid be very motivated 

tu consider an appiïcant for an ÏntervÏew if their assessments hdicated that they were 

intuitive, "natural" teachers @ersonai commum*cation, October, 1998). To him. it means 

"they have what it takes, especiaiiy in the reaim of relationship building, which is of great 

importance-" 



But what does it take? Educationd professionals are fi.ustrated as they attempt to 

articulate the knowledge they possess. They rnay justi@ their difficulties by stating that 

teaching is an art and thus exempt Eom rationai dissection. However. the amst relies 

upon principles of  technique and composition even in the most avant-garde work. The 

teacher does also. To credit intuition wirh the success of cnt icd desisions in schools may 

undermine professional esteem, since in our society intuition is often neither understood 

nor valued. While in some circles and contexts it may be acceptable to admit relying upon 

intuition, in a professionai sense such an admission rnay result in derision. disrespect, 

even a suspicion of mental instability. 

Until recently, intuition in our culture has not been recognized as a vaiid reference 

point: 

It may be hard to accept its importance, because intuition is usudly looked 
upon by us thoughtful Western beings with contempt. It is often described 
as emotionai, unreasonable or inexpIicable . . . We much prefer logic. the 
grounded, expiainable, unemotionai thought process that ends in a 
supportable concIusion. in fact, Americans worship logic even when it's 
wrong, and deny intuition, even when it's right. (de Becker. 1997. p. 13) 

Yet research is beginnùig to reved that prominent anists, scientists. mathematicians and 

business people have relied upon intuition in important discoveries, creations and 

decisions, as the first step, seaing the process in motion. Intuition is now extolled by 

modem "gurus" as an essentiai component of successful business operations. Entire 

sections of bookstores are devoted to self-help guides for becoming more intuitive. 

Obviousiy, at some Level, it is recognized as an important factor in teaching. If it is a skiII 

that can be Iearned, perhaps it c m  and shouid be consciously honed by educators to 

enhance their pedagogicai decipion-making skills. Then administrators wouid be justined 



in assessing teachers' intuitive ability. First, however, there would have to be consensus 

by educators on the conceptuai d e e t i o n  of intuition. 

The purpose of this study is to examine the ways in which administrators perceive 

intuitive teachers. Would the e v h t o r s  cited above even agree on the deti*tion of 

"htuitiveness" used in their evduations? Can we j u s û y  judging a teacher as more or less 

"intuitive," when we don't have a common trame of retèrence to define it? Teachers must 

"know" that students are ready to lem, be able to capture their interest and help them 

progress. Their professionai decisions are based on an understanding of each student as an 

individual, as well as on their knowledge the dynamic of the class. within the conten of 

their environment What is the source of such complex knowledge - Intuition'? 

Expertise?- 1s there a difference? 

Key questions addressed by this snidy are as follows: 

What rS intuition? 

What characteristics do principals use to dehe  intuitive teachers. and are these 

consistent among thernselves as wel1 as with the literature? 

Are principals abIe to identm intuitive teachers? if teachea are given a test to 

idente their thinking styles, will the results match the predîctions of their 

administrators? 

Do thinking styies of administrators atiow them to be either more or less able to 

identify intuitive teachers? 

Through this research, 1 hoped to gain a better understanding of why so many 

evaiuators inchde intuitive abiIity amongst the desirable characteristics of teachers and 

the basis upon which they make their assessments. Rather than reiying upon a vague 



notion of intuition, a review of the literahue provided a "working" definition of the 

concept If principals value intuition in teachers as highly as they seem to in reference 

letters, then it wouid be advantageous to ail educaton to possess a clearer understanding 

of intuition. The principals' perceptions of the intuitive thinkiag style and the traits that 

they associate w*th intuition were compared to the Iiterature on intuition as a thinking 

skiII in the field of education. This reveaied what principals thought "intuitiveness" 

meant, and if they were accurate in their defition, according to Literature. A 

scientificaily vaiidated assesment tool was then used to determine the "actual" dunking 

style of teachers compared to the predictions of their evaiuaton. to test their abiIity to 

identiQ intuitive teachers. The central question was this: Is it possible for administrators 

to recognize teachers who rely upon intuition in their thlliking and decisionmaking? 



Review of the Literature: What is Intuition? 

Chiide Roland to the Dark Tower Came 
(excerpts) 

Myfist thought was. he lied Ni every word. 
That h o q  cripple. with malicious eye 
Askmce to watch the working of his lie 
On mine, und rnourh scarce able io aaord 

Suppression of the glee. that pursed and scored 
Its edge. at one more victim gained thereby. 

. . . Igiiessed what skuil-like laugh 
Wouid break what cnitch 'gin write my epituph 

For pas time »t the dtisty thoroughfare. 

r u t  his cozinsel I should turn aside 
Into that minous tract which, ai[ agree. 
Hides the Dark Tower. Yet acquiescingiy 
l did tuni us he pointed: neither pride 

Nor hope rekindling at the end descried 
So much as giadness that some end mighr be. 

For, what with my whole world-wide wundering, 
m a t  with my search drmn ozif fhroitgh years, my hope 

hvindkd h t o  a ghosf notfit to cope 
With that obsneperous joy success would bring, 

I hurdly rried now îo rebuke ihe spRng 
M y  hem[ ma& finding fai[ue in its scope. 

. . . So. quiet as despair, I t u r n e d m  him. 
That hatefil cni,pie, out of his highway 

Ikto the path he pointed. . . 

For mark! no sooner ,vas I fair& fmnd 
Piedged to the plain, d e r  a Pace or two. 

Than, paLFing to throw bacburd a ïmt v iav  
O 'er the safe rom$ 'îwar gone; gruy plain ah? round: 

Nothing but plain to the horizon's bowtd 
I might go on; naught else remuined to du- 

So, on I went - , . 
. . . Andjust as fm as everfiom the end! 



Naught in the distance hlî the evening, naught 
To point myjootstep further! Ar the thought, 

A great black b i d  Appollyon 's bosom fiiend. 
Sailedpmt, . . . perchmce the guide I sought. 

For. looking up, mure I somehow grew. 
'Spite of the d~isk, the pLain hud @en p h  

Al2 round tu mountaim - . . 

. . . .Here ended, then, 
Progress this way. men,  in the very nick 
Of @ing up, one tirne more, came a click 

As when a trap shurs-you 're *de the den! 

Burningly it came on me al1 ai once. 
This wus the place! . . . h n c e ,  

Doturd a-dozing at the very nonce. 
Afrer a [ife spenr trainingfor the sight! 

. . . Not see? because of night perhaps?-why, day 
Came back ugain for that! before iî lefi. 
The djing sunset kindled through a ckjk 

. . . Mot hem? when noise was everywhere! it tolled 
Increasiing [ike a bel[. lVames in my ears 
Of al[ the [mt advenrurers my peers . . . 

. . . .h a sheet offrame 
I saw them and l knew them dl. And yet 
Darntless the shg-horn tu my lips Iset, 

And blew: "Chi&de Roland ro the Dmk Tower came." 

Robert Browning, 1852 



The Mystery of Intuition 

The experience of intuition is as tormenting and exMarathg as Browning's 

description of Childe Roland's quest in search of the Dark Tower; a quest to discover the 

meaning of the srong feelings that corne upon one at unexpected moments. to know 

whether or not to foIlow the guidance of imer proddings, to move this way or that. 

Reason can be insistent, powerful: thought supplants feeling. Childe Rolande has spent 

years foffowing his better judgment, and has not succeeded. At 1s t .  when he is sick with 

weariness and despair he is ready to take another path, and h d l y  proceed to a place 

where rationally no man wouid go. It is only then that he begins to see, to hm. A guide in 

the form of a bird from ReveIations leads tiim m e r  into the wilderness. He has Ieft the 

safe road. The "click" in his head signifies that a new consciousness has been oprned. He 

is on the path to his desire, though he does not recognize it at Fust. When he arrives at his 

goal he is justified in his exultation. The joumey has been a long one. replete with pain 

and dering.  The cost of his joumey is high: Chiide RoIand will not r e m  home again: 

. " . . There rhey siood. ranged dong the hiilsides. met to view the Iast ofrne . . . " 

Need it be so? In the process of our inculturation, particuiarIy through the school 

system, we are trained to ignore "=ut feelings" and "vague  sensation^.^ in Favour of  an 

anaiyticai, logicai, concrete-sequentid approach to every aspect of decision-making, from 

work-related to penonai dilemmas. Intuitive insights, ifrecognized as havhg conûibuted 

to success, are credited as good Iuck " Women's intuition" is often smiled q o n  with 

inddgence, an "oid wives' taie." Conversely, the word is used Eghtly, as though it was 

uriiversally understood and accessibk to d. liituition is a synonym for "common sense-" 



When so descnied, the concept of intuition remains obscure and therefore unusable as a 

intuition seerns mysterious, üke a divine gift impossible to understand yet dif6cult 

to ignore. Browning was uncharacteristicdIy disinclined to discuss Chiiùe RoIund, the 

poem that was his personal favourite. He recounted how it came to him in a "khd of 

ciream," cornpleted in just one day. Perhaps superstitiously, Browning was reluctant to 

articulate the meaning of the poem. Since its publication, the poem has inspired and 

intrigued readers, motivating the editors of Norton's Anthology (1974) to aate: "Such a 

poem thus poses a m e r  large question of whether or not total comprehension of a work 

is aiways essentid for appreciation of literature" (p. 1 157). Hilla Rebay ( 1982) would 

argue that in art this is so: 

Beauty of appearance takes its way to the heart through the medium of 
intuitive intelligence cdled spirit. intellect prevents spontaneous reûction to 
this most elevaîing joy which sound or vision can give . . . Non-objective art 
need not be understood or judged. . . It foflows the intuitive order of creation 
- . .(p. 145) 

Rebay, consistent with rnost writers. never defines this "intuitive order of creation." It 

remains an enigma How then can it be used as a constnict in education, to contribute to 

our understanding of teaching and learning? 

A h o a  15 years ago, Nel Noddings and Paul Shore undertook an academic study of 

intuition, and produced their seminai work validating teachùlg for intuition in schools. 

Awakenhg the b e r  Eve: Intuition in Education (1984). Tbis book served as the 

foundation of this research, since it is stdI the rnost comprehensive, ~ ~ O U ~ O U S  source 

avdabfe on the subject of intuition as it directiy appiies to education. They too were 

fiastrated by the fact that whiie much is written on intuitÎon, a definition Ïs not easy to 



find. Noddings and Shore explain that, aithough the word Nuuirion is of Latin orïgin in 

the verb intueri, rneanùig "to look upon," its meaning has changed over the years and 

become increasingly obscured by philosopfiers, educators and laypersons. Flew's 

Dictionarv of Philosophv (1979) defkes intuition as: 

A form of uninferred or hunediate knowledge. Two principal philosophicai 
uses of the term may be distinguished: tim, uninferred knowledge of the 
truih of a proposition; second, immediate knowledge of a nonpropositionai 
O bject In the latter sense, four kùids of nonpropositionai o bject have been 
claimed as intuitable: (a) universais; (b) concepts, as in the case of correctiy 
applying a concept without being able to state its d e s  of application; (c) 
sensible objects, as in Kant's account of our irnmediate, nonconceptuai 
relation to sensible objects; and (d) ineffabie objects, as in Bergson's 
account of the hexpressibie awareness of duration, or in certain religious 
accounts of our awareness of God. (p. 177-1 78) 

While this defuiition describes intuitive understanding, it does not explain how it 

manifests itselfin perception or action. PhiIip Goldberg ( 1983) wmte a book on intuition 

in the early 1 %Os, The intuitive Edrre, which is still a fundamental reference on the 

subject. He extends the definition by emphasizing that the fundamentai quaiity of 

intuition is the "spontaneity and immediacy of knowing . . . not mediated by a conscious 

or deliberate rationai process," while maintainhg that intuition is intcgrd to rationai 

thinking: "Because we usually have insuffrcient information and too Iittie thne to gather it 

when we reason, we skip many of the iatermediary steps required by strict logic and leap 

to conclusions that are not stnctiy defensibIef' (1983, pp. 32-33). For Noddings and Shore, 

however, it is intuition which makes sense of reason. Tney support Arthur 

Schopenhauer's beiief that the quest for understanding, detemùned by dynamic forces 

nrmmarily hown as WiIi, must provide the basis for the entire process. Intuition 

produces the weU-known "Aha!" or '7 see!" effect. 



Psychologists HoIyoak and Thagard (1995) conceive of this type of leap as an 

abiiïty to quickiy and deeply perceive analogies, in other words, the ability to determine 

abstract patterns in situations that may, on the surface, appear to be very distinct. The 

recognition of patterns is what produces the delighted "Aha!:" "There is something 

inherently pleasurable about finding a mesh between two superficiaily unrelated 

situations. Some basic human joy is ~ggered by the discovery of uneqected 

connections" (p. 9). Many of the examples used in their book to illustrate anaiogous 

thinking are the same as those cited by others to bupport the existence of intuition. 

"1 Wouidn't Cd1 It Intuition.. ." 

W I e  Holyoak and Thagard recognize the power of andogous processing, they 

warn of the "threat" of andagous thinking: ". . .despite its intuitive apped, the intèrences 

generated by an analogy can tum out to be wmng or senoudy incomplete . . . intèrences 

generated by anaiogy must be evaiuated adapted to the unique requirements of the target, 

and possibly abandoned" @. 13 1). The results of expenments designed by Holyoak and 

his colleagues in this and other works [end support to the premise that anaiogous thinking 

is distincdy human, dependent upon experience and developmental stages. They did find 

occasionaiiy that sorne children were able to see far "below the surface." They maintain 

that these children should be considered precocious (not intuitive). However, theu 

descriptions of andagous thinking resemble defcrnitions of intuition found elsew here. 

They distinguish anaIogicd thinking fiom "magicai thllikuig," whereby erroneous causai 

Links are made between source and target. Such thinking, prevalent in noditerate cultures 

and stiU to be  found in the West in such forms as homeopah., "developed as a precursor 

to scientinc reasoning, in an attempt by humans to gain some understanding and conml 



of their complex environment" @. 234). It is evident by the tone that the authors believe 

scientinc reasoning to be supenor, and their own "controiied" experiments in the field of 

analagous thinking to be scientincally valid. 

The reluctance to give too much credit to "illogical" processes is common in the 

scientific field. This attitude cm be traced to Cdvlliia Protestantism, Puritanism and 

Behaviourd Scientism, based on Newtonian mechanisrn, that has held sway in the 

Western world for the past three hundred years (Hampen-Tumer, 1 98 1 ). Brain Power: 

Udock the Power of Your Mind (1989) explains that it waç once assumed that formai 

logic was not oniy descriptive of the best form of reasoning, but an actud pkture of 

how people reason. Hundreds of experiments have shown that people make logicai 

emrs  on ail but the simplest problems, and strong beliefs prejudice our judgment of 

Iogicai arguments. One widely accepted view of how people reason is that they constnict 

mentai models based on the premises of the problem. This accounts for mistakes. due to 

the difficdty of keeping track of dl the possible solutions to a complex problem. 

Another strategy cited in the text is generaiizing from expenence. which suffers fiom 

The point is that moa inferences-even those whkh appear to be explkit 
and deiiberate-are actudy "intuitiveT" that is, made with IWe awareness of 
the thought processes b e b d  them. We have, therefore, no direct way of 
knowuig when such processes are irrationd and subject to bias, and are 
iikeIy to feel a misplaced confidence in our own rationdity. This means that 
it is dways going to be risky to reiy on ou.  intuitions and, where possible, 
we shouid tcy to check our reasoning by some formal or objective method. 
Developments in information technoIogy are making this increasingIy 
possible in many fields. Weather forecasters, for example, now enjoy the 
bene& of powerfiti computer models which reduce much of the 
guesswork. (Beaumont, 1989, p. 139) 



The prejudice against tmquantinabIe, non-rational thinking processes nins very 

deep. Code (cited in Webb, 1995) asserted that the ideais of the mainstream of Western 

thought are objectivity and universaiity, although knowledge, even O bjec tivism is 

socially constructed. In Chanellig Methods: Feminists Transfomine Practice ( 1993, 

Code explains that "£hm a positivistic conception of scientific knowledge cornes the 

dominant ideal of objectivity, together with the tradition of seeing physical science as 

objective knowing at its best, and its practitioners as knowers par exceIIence" (p. 17). 

Berman (cited in Webb, 1995) went so Far as to aate that personai or "body" know ledge 

is viewed with such suspicion in the Western world that it is equivalent to heresy. The 

negative tone is pervasive in scientific Iiterature. Even Margaret Mead (1966) added to 

the perception that intuitive thinking is Iess advanced than rational processes. for. while 

she affimed as vital the ". . . kind of thinking that is characteristic of dreams. in which 

associations are based on emotion and on types of analogy that are not subject to digital 

thuiking . + .," she aiso reduced this type of thinking to the instinctive: 

We do not know to what extent the humanity of human beings is dependent 
on the cuinnaI restnrcturing of impulse structures that were appropriate to 
"man" at a preculturaI stage, when his characterÏdc modes of behavior were 
doser to animal behavior than to human behavior. as we now defme it. 
(p. 153) 

The association with "animalistic" behaviours wouid automaticdly Iower the aam of 

iaturtive responses in the eyes of Western readen. 

As a result of this disdain for the "naturai" or that whÎch cannot be measured or 

"proven" we h d  that, for the most part, the term "intuition" is missing fiom scienti6c 

iiterature. Even when descniing processes that wouid conform to Flew's (1 979) 

defuiiton, the term is avoided or changed. This adds to the difnculty of researching the 



concept in search of a definition. Edward de Bono (1993), a weil-known psychologist 

who tint introduced the concept "laterai thinking" to enhance problem solving and 

creative processes, has Uivented a new coinage - "water logic." Water logîc, in contrast to 

steadfast and unyielding "rock Iogic," expiores, flows, emphasizes the importance of 

context, does not have to be eitherfor, is additive, shows how inputs add up to a whole. 

and so firth. Howard Gardner, like de Bono, is another renowned psychologist who has 

worked successfully to break down the nmow description of intelligent thinking as solely 

1ogicaUmathematicai. Yet in Frames of Mhd (L983), wherein he first outiined his theory 

of multiple intelligences, the word "intuition" is not used, even though the 

"inter-personai" and "intra-personai" Conns of intelligence are described in the same 

ternis as descriptions of intuitive sensibilities in other sources. Bob Sarnples ( 1993, an 

equaily well-known psychologist, beiieves, as do Holyoak and Thagard ( 1 995). that the 

power of the mind lies in its ability to conceive of metaphors. Samples' detailed 

descriptions of  the functioning of the "metaphoric mùid" are synonymous with other 

conceptuaiizations of intuitive thinking. It becomes very difficult to develop a defhition. 

when the term itseifseems to be ahost  a "diay" word in the scientifc community. 

"Aha now I get it!" 

Even when acknowledged by scientists, intuition is often considered to be a form of 

reasoning, which occurs so quickiy that we c m o t  be conscious of the processes, 

ÎnvoIved- However, based on their research, Noddings and Shore (1984) and Goldberg 

(1 983) agree that intuition is not simpIy rapid reasoning, due to the emotionai component 

that characterizes intuitive expenences ("suprise, cl* and beauty of perception"), and 

the dBÏcuity indnnduais ofien have in expressing their understancüngs (Noddings & 



Shore, 1984, p. 48). Such feelings are associated with a quest for knowledge. "Intuition 

seems to have the specid fcunction of allowing us, after we have decided in a reflective 

conscious mode, to submit ourselves to the world and to be, aonreflectiveIy or directly, 

spoken to, grasped, and moved by it" (p. 54). Educational theorkt Frank Smith (1995), 

E e  Holyoak and Thagard (1995) contends that the strong feelings accompanying 

intuitive insights are produced by our deiight in pattern recognition. He maintains that 

intuition occurs through two types of imaginative thought: "(1) the generation of 

alternative possibilities, of potential specifications and explmations . . . and (2) the 

selection of the alternatives that best fit our particular purposes and the situation in which 

we are currentiy involved" @p. 1 1-1 3). Smith beiieves that pattern recognition is one of 

the greatest powers of the human mind. He aiso maintains that the capacity to take risks. 

successfully generate multiple possibilities and choose the most favourable outcome 

depends upon experience. 

Robert Weisberg, author of Creativitv: Bevond the Mvth of Genius ( 1993). agrees 

with this view. He suggests that many of the most oh?-cited attributions of unconscious 

processes of creation or problem solving are misrepresentations, even forgerÏes. So-cdIed 

"accidentai" discoverïes oniy became Unportant because the individuai workhg in the 

Eeld possessed enough experience to subject the fmdings to M e r  scrutiny. He contends 

therefore that accidents do g~ happen in the process of creativity. Spontaneous thoughts 

are the redt  of rapid associations that occur under circurnstances that interfere with 

andysis, especidy the positive emotions associated with the product of the thinking. 

"These processes-continuity based on reasoning and sensitivity to extemai events-are 



components of ordinary thinking. Therefore? the conciusions here support the claim that 

mative works-even the most radical-are the remit of ordinary thinking processes" 

(p. 255). To Weisberg, individuai suitability to a field of study and personal motivation 

are the criticai elements in creative output The work of Ericsson, Krampe and Heizrnann 

( 1993), referenced in Gardner's study of extraordinary individuais ( 1993, supports the 

notion that intuitive discoveries or creations actuaily rely upon deep. long-time 

engagement with a subject They found that die amount of time of intensive study is 

cntical to achievement. Expertise is develo ped alter an average of 1 0,000 ho urs (about 

ten years) of deliberate practice, usuaily under the tutelage of a master teacher. They also 

investigated daims of magieal abilities in outstanding performers and found that the 

individuais did indeed devote the necessary time. were highiy motivated and were given 

the support necessary to develop high ability. Thus Gardner and others see intuition as a 

thought process that c m  be explained logicdly. 

intuition and Logic 

Noddings and Shore ( 1 984) also refer to receptivity and Will (capitaiized) as 

essentid to intuition, but they don? necessariiy see it as "logical" or dependent upon 

experience. They point out that familiarity with a subject is not enough to produce 

intuitive insights. It rnay enhance intuitive activity ". . .(but) intuitive activity may aiso 

develop familianty" (p. 65). They and others insist that experience may in fact inhibit the 

individuai's ability to "see." Webb (1995) refers to Nobel prize-winning geneticist 

Barbara McLintock's criticism of her peers for theV obsession with numerical anaiysis 

and its resdtant negative effect on their insight. Keller, her biographer, expIained that 

Mchtock's work was unrecognked or denigrated as outlandish for years, since she was 



unable to explain her challenges to accepted theones in language which her colleagues 

could understand. McLintock advised scientists to "get a feeling for the organim" and 

stressed the importance of relationships (in Webb, p. 216). in The Metaphoric Muid 

(1993) Samples uses the example of how astronomers spent centunes lookhg for iight. 

yet it was o d y  when they stopped looking where there was light that they discovered 

neutron stars and black holes. However he goes on to explain that expressions of intuitive 

conclusions are most often considered deviant because: 

. . . our culturai system of preferences fias created a reasonably distinct 
hierarchy of behaviours and performances for the heaithy expression of 
rationai or logicai mind function. But no such counterpart exists €or the 
heaithy metaphoric mind. In fact. quite the opposite is true . . . Most often an 
expression of metaphoric mind hc t ion  either in perception (sensing) or 
conception (thinking) is considered deviant . . . In hostile ecologies, those 
dorninated by cornpuisive rationaiists, the metaphoric mind is a deviant 
characteristic. It is treated as an illness or more ofien as a corruption of 
moral strength. Metaphoric mind firnction and those who display its 
operations are often spoken of by rationai neurotics in the same terms bigots 
apply to physicaily different humans. The cuIture describes the nom. That 
which deviates from the nom is asocial, aculturai. (p. 168) 

Samples' term "metaphoric rnind" codd be easily substituted for the word "intuition." 

Is it important or possible to distinguish intuition from "rational" thought? 

Psychologia Car1 Jung, one of the most important proponents of intuition on a grand 

scde, conceived of intuition as an inational, perceptive function. a tapping in to the 

collective unconscious thought of human cultures pst and present. Noddings and Shore 

(1984) depict "a nomeflective consciousness," with such an intense focus on the object 

that the structure of the processes cannot be known (p. 27). They assert that there is no 

point or possibility of subjecting intuitive experience to rationai analysis. They conceived 

of intuition as direct contact with The Other - an object or an idea - permmuig 



understanding in the form of knowledge or feeling that inspires actions in the outside 

world. They emphasized that the resuits of this activity, activated by the WiII (the centnl 

seK that manifests itself as motive, desire, feeling), are reai, "vivid representations" in 

many forms. Though they recognùed the important contribution of theorists such as 

Buckminster Fuiier, who integrated spintuality into the definition of intuition, Noddbgs 

and Shore deliberately chose to eliminate Eom their researçh any psychic or pre-cognitive 

associations with the intuitive force. Nel Noddings stated that this allowed for greater 

acceptance of their work in the academic field, and that, in addition. the psychic or 

spirituai eternents were too far removed fiom the verifiable and too widely disparate to be 

applicable to education (personal communication. February 13. 1998). 

As we see, the struggie for acceptance of this aitemate way of knowing is both 

internai and extemai, like Child Rolande's crossing of the penlous plain. Despite 

Noddings' disapprovd (according to her own statements), Shore hcluded some eastern 

philosophy and references such as Carlos Castaneda near the end of their book. Even 

between the authors of a book on intuition, there was disagreement as to how it should be 

dehed and explored! They came to the condusion that ambiguity in the field was 

warranted but they formdated the following definition: "Intuition is that function that 

contacts objects directiy in phenornena. This direct contact yields something we might 

c d  'knowledge' in that it guides our actions and is precipirated by our own quest for 

meaning" (Noddings & Shore, 1984, p. 57). They go on to expIain that in their 

conceptualization, there is no mysticism: ". . . intuition Iooks upon and creates 

representations fcom two domains, the perceptud and the conceptuai . . . intuition as a 

function or mapping cames perceptud material into the cognitive domain . . . (and) dso 



carries perceptud materiai to the W W  (pp. 6 1-62). The authors point out that the 

motivational and affective connections fundamentai to intuition cannot be ignoreci. The 

force of the caii tu action and the associated feelings are powemil: "Clearly, if intuition 

foflows, it also Leads, and indeed, we have claimed that it provides the very foundation for 

experience" (p. 65). Burningly it came on me al[ ut once. this war rhe place! 

Intuition and Altered States of Consciousness 

The Literaîure reveds that intuition cm be experienced in various "modes:" in a 

dream-like state, such as that described by Browning; in a state of heightened conscious 

awareness brought on by such means as meditation; or in a condition known as "flow." 

(Cszikszentmihdyi, 1990) induced by an intense level of concentration. Some of the most 

significant discoveries in many fields, including mathematics and science, came about as 

a result of "revene" or dreams, according to the subjects themselves: 

René Descartes . . . had sorne important personal dreams. On the night of 
November 10, 16 19, he had a series of dreams that he interpreted as an 
answer to his desire to fmd a method that wodd enable him to purnie tmth 
as a life occupation. According to his interpretation of the drearns. which he 
claimed were a divine sign, his destiny was to search for truth by applying 
the mathematical method-by which he meant analytic geometry, in 
particular-to ail other studies. 

In Descartes' hst dream, which was fulI of anguish and terror. he was 
forced to lean on his left (comsponding to the unconscious) to continue 
walking, since his right (corresponding to the conscious) was so weak that it 
couid no longer support hùn. By giving the left a higher signiticance than 
the right, the dream reminded Descartes, who thus far in hÏs Iife had 
believed ody in reason and rejected both hÏs instinctive and religious (ife. of 
the importance and necessity of his nonrationai side. 

in another dream Descartes came across two books with which he was 
damiliar, a dictionary and a poetry anthoIogy . . . The dictionary 
represented "ail the sciences gathered together," whereas the anthology, tùlI 
of sentences by poets, recaiied the discovery of enthusiasm and imagination. 
The union of phiiosophy and wisdom, represented by the two books, 



codtuted the aflswer for which Descartes was Iookiag and subsequentiy 
informed bis w;tking intuition of the Iirùty of a i l  the sciences. (Lewis, 1995, 
pp. 64-65) 

It would corne as a surprise to many to learn that Descartes developed rational 

empiricism, the hundation of modem science, fkom a vivid dream. The List of writers. 

scientists, artists who described their dream state at the t he  of their greatest discoveries 

inchdes the phyncist Michael Faraday, the romantic poet Samuel Coleridge, Albert 

Einstein and Sigmund Freud. This state is technicaily known as "hypnagogia" - the 

intermediate state between wakefulness and sleep (Beaumont. 1989. p. 63). Texts on the 

dream state, as well as metaphoric and anaiagous thinking, ail refer to the experience of  

Friedrich August von Kekuié, professor of chemistry at Ghent in 1865. who, dozing 

before the fire, envisioned a snake seizing its own tail. He awoke with the idea behind the 

discovery that certain oqanic compounds, such as benzene, are not open structures of 

atoms, but form closed chahs or "rings," a principle which became the basis for modem 

organic chemistry (see Figrne 1). SimiIarly, Neils Bohr Formulated his theory of quantum 

physics based on a dream of horses at a racetrack and conceived of it as an anaiogy of 

tùced and specific orbits of electrons circdating around the nudei (Kautz & Branon. 

1987. p.7). 



Figure 1. Kekulé's intuitive Dream. Interestingiy, Holyoak K. and 'ïhagard. P. use this 
illustration as an example of a visual analog (not an "intuitive dream") in Mentai Leans: 
Anaiow in Creative Thou&, 1995, Cambridge. MA. Massachusens uistitute of 
Technology Press. Copyright 1995 by Massachusetts Institute of Technology. Reprinted 
with permission. 

Though such experiences are quite cornmon even in everyday lire, they are not 

understood. It is posnilated that when the conscious mind is relxxed. another level of the 

mind continues worhg, and then communicates its conclusions in symbo tic t o m  to the 

M e r  intensively working on a project and fnrstrated by our inability to find 
a solution, we may give up, at Ieast "for now." At this point. it is possible 
that the intuition can maintain an unconscious (unaware) openness to a 
weII-dehed class of intemal stimuli. While we are engaged in routine tasks 
or half-sleeping, while our senses are mereIy monitoring and not really 
engaged, our inward senses are Iistening, watching. This is the period of 
"incubation." Illumination, if it occurs, cornes dramaticaily, accompanied by 
the characteristic Eureka! reaction- (Noddings & Shore, 1984, p. 79) 

in many societies, the systematic use of dream incubation - asking questions bet5ce sleep 

and expectbg to k d  soIutions in dreams - was and is a cornmon pmctice. in our culture. 

the expression "sleep on i t I f  casudy refers to the phenornenon of problem-soIving that 

cm occur during sleep, where solutions seem to emerge fiom the unconscious mind. 

Sigmund Freud dedicated his studies of the human mind to researching the sexuai and 



aggressive desires which, he believed, were expressed through dreams. Carl Jung agreed 

with Freud's attriiution of significance to dreams, but was convinced that their purpose is 

to reveai, rather than conceal, information in symboiic forni, which requires 

interpretation. Jung conceived of the unconscious mind as personal and collective, with 

"the coiiective" consisting of archetypes common to al1 cultures and times ia human 

history. The collective unconscious infoms us through mythology and dreams. Joseph 

Campbell(1988) followed up on Jung's theories. conducting a Me-long study of world 

myths to conclude that intuition is the ody true source of knowledge. 

in the West, dreams are usudy discounted as sùnply the forebrainTs way of 

cleaning up the "hard drive," responding to random elecnicai signais genented by the 

hindbrain during sleep, known as the activation-synthesis theory (Lewis, 1995. pp. 263- 

64). Throughout Western Iiterature, including Shakespeare. dreams reved the workings 

of the mind in the areas of memory, emotion and imagination. and are seen as powerfuI 

sources of inspiration: 

Caliban: Art thou afeard? 
Stephano: No, monster, not 1. 
CaLiban: Be not afeard; the isie is full of noises, 

Sounds, and sweet aires, that give delight, and hurt not. 
Sometimes a thousand twangling instruments 
WiII hum about mine ears; and sometime voices, 
That, i f 1  then had wak'd &ter long sleep, 
WiiI make me deep again: and then, in dreaming, 
The clouds, methought, wouid open, and show riches 
Ready to drop upon me, ~ a t  when I wak'd 
1 cry'd to dream again. 

Stephano: This wiII prove a brave kingdom to me, 
where I s h d  have my music for nothing. 

Shakespeare, The Ternoes Act Ill, Scene DI, L33-148 



Dreams might Uiform our waking actions, but in our society we do not pay much 

attention to them. Dreams are used in psychoandysis however, such as Gestalt therapy. 

The development of the electroencephalograph for recording brain-wave activity alIowed 

for intensive study of the period of sleep during which rapid eye movement occurs 

(REM). This was discovered to be the time during which people have the most vivid and 

complex dreams. Kautz and Branon (1 987) report that Will Harman. president of the 

institute of Noetic Sciences, found it ironic that: 

. . .aithou& mystics, in one guise or another, have been teiling people about 
the importance of dreams for thousands ofyears, science has ody oficially 
begun to recognize it since it becarne possible to reproduce the experience 
under laboratory conditions. via biofeedback, where it codd be quantitied 
and analyzed. (pp. 1 9-20) 

As we continue to develop the sophistication of our techniques for exploring die 

landscape of the unconscious, ciream incubation and Iucid dreaming may be 

"scientificaiiy" validated as skilis to enhance thinking and creativity. 

In the West, dreams are not an important part of daily life- in odier cultures such as 

the Senoi, however, children are given social recognition for discovering what might be 

c d e d  an "amie@-motivated psychic reaction to dreams" (Lewis. 1995. pp. 213-214). 

Here, amiety is regarded as important in that it blocks the fiee pIay ofcreative activity 

which dreams codd inspire. Therefore the chiid is given help to interpret dreams as a 

power that c m  be controUed and duected. Lewis (1995) explains that the Senoi encourage 

chiIdren to incubate dreams and to become aware of and reflect upon their psychic 

reactions. But in the West, play, daydreams, and dreams are not worthy of consideratÏon. 

As SyIwester (1997) states, there is a popdar misconception that the most important 

things are the most f i c u i t  to lem. In bioIogicd ternis this is fdse: understandings rnoa 



critical to ou .  sumival are leamed without forma1 trahhg? but rather are acquired quickiy 

and easily: "We need to remember that h m  a biological standpoint, importance and 

difficdty are not at ail the same" @. 18). 

Intuition does not occur only duriag or as a resdt of sleep, however. From time 

immemorial people have sought to access other levels of awareness through meditation 

techniques or mind-altering dmgs. Such practices have been fiowned upon in the Western 

world. StiU, there is a persistent belief that we are not hlly exploiûng the potentiai of the 

mind. Current brain research is arousing even more awe at the physical processes of 

cognition: 

When we analyze the various dedicated funftions of the brain-mind system 
(incfuding the central nervous system) it is clear that littie is dedicated to 
what we cd1 reason. Some researchers indicate that perhaps as littie as 15% 
of the physical mass of the whole system is specificaily dedicated to the 
rationai and reductive modes of thought-and that is in the Ieft cortex. This 
leaves more than 80% to carry out the non-verbal and non-reductive 
processes which support the rnetaphoric mind. (Samples. 1993, p. 18) 

Though these percentages may be subject to dispute, we know that there is much we d o i t  

understand about the brain and the way we rnake sense of our world. Therefore. intuition 

may be a brain funaion whose existence only remallis to be proven by scientific methods. 

intuition As Heihtened Conscious Awareness 

Whiie dream States are frequentiy associated with intuition, it is not to be concluded 

that intuition is a solely a fiinction of dtered consciousness. in fact, Weisberg (1 993) 

argues that the subject's efforts wMe awake are actuaiiy inforrning the s o t d e d  

"visions," and not the opposite. He nnds seff-=ports of works produced automatÏcaUy, in 

a dream state, to be unreiiable or deliberately exaggerated for effect. As one exampie, he 

points to the work of John Lowe, who studied the genesis of Coleridge's famous poem 



Kubla Mrcm, which the author claimed came to him fully-formed, in a dream. Lowe 

found that whiIe Coleridge may have conceived the poem in a serni-conscious state, he 

based his ideas on seventeenth century texts and classicai readings. which, when 

compared to the poem are startiingiy similar. He aiso has evidence that the poet did- in 

fact, revise the poem, even though the poet insisted that he wrote it in one siauig, except 

* 
for a segment he "lori" when disturbed (Lowe, cited in Weisberg, 1993, pp. 216-  17). 

Weisberg raises doubts about the validity of other accounts ofautomaticity in creation as 

well. He States that musicologists have declared a fake the tamous letter by Mozart most 

ofken quoted in support of intuitive processes in art. Weisberg bclieves that the creative 

output of Mozart and others should more correctly be ascribed to e d y  immersion in their 

fields of study cornbined with concentrated dedication to their craft. rather than 

spontaneous production. Gardner ( 1 997) agrees that effort is required but. in his study O f 

creative geniuses, he found that their comrnon trait was a childlike quality: 

Mozart is a particularIy clear example-he was unable to reconcile his love 
of childhood games and jokes with the demands of existence in the aduit 
worid . . . (But) the combination of child and adult attributes may have its 
rewards . . . Mozart's music retains a simplicity and elegance that we 
associate with the innocence of chiIdhood. @. 67) 

ui our culture, play is ody justrtfied as children's "work." whereas in the Itaiian culture. as 

Firlik (1997) points out, play is valued for its own sake as part of Ise. Today "playhg 

*This disruption in the intuitive mode has since been c d e d  "The Porlock eEect," because 
of CoIeridge's famous account of hÏs despair at being unable to retrieve the vision in its 
entirety, after being dimbed by an associate on business fiom Podock. 



with ideas" has been vaiidated Iargely through the work of psychologists such as De Bono 

(I993), who formaiized the process of t'brainnorrning't and "laterai thinking." Stiii, for 

the most part, play is separated from work in our culture, as extraneous to the serious 

pU25Uits necessary for survivai. 

Goldberg (1983) says children have ail the essential qualities of intuitive potential 

that is never exploited: curiosity, receptivity, innocence, wonder. the abiiity to mender 

to the experience, and openness unconstrained by the need to be right "in that sense, we 

would ail do well to be more childlike" (p. 102). As to the traits of intuitive individuais. 

he beiieves that they are independent. confident and flexible. qualities that they may have 

in fact developed by Iistening to theu inner voices (p. 99). Although he designed a test For 

intuitive ability, he cautions that there is not a d e f ~ t i v e  answer to the question "Who is 

intuitive?" He maintains that everyone possesses some measure of intuition, but, like any 

other skiII, it must be devdoped and used: "Intuition is not an appliance that you plug in 

as needed; it is more Iike a telephone network into which you should always be 

connected" (p. 190). 

The Intuitive Mode 

No matter how they are produced, the surn of h ~ t i v e  feelings known as the 

"intuitive modetr results in an immediacy of knowing: "The hallmark of the intuitive 

mode is seeing without gIasses, hearing without EIters, touching with ungioved hand. The 

inunediate character of intuition does not impIy accuracy, nghtness or mord goodness. It 

does imply commitment and clarïty" (Noddhgs & Shore, 1984, p. 50). It is a heightened 

awareness, brought on by environmental conditions that rnay be circumstantial or 

dehberately uiduced through such means as meditation or intense concentration. 



Samples (1993) points out that at the present t h e  we beiieve that human beings 

possess more than twenty senses. Gavin De Becker's thesis in The Gift of Fear ( 1997) 

purports that intuition is actudy the survivai instinct, set in motion by sensory hput of 

which we are unaware at a conscious Ievei. Fear heightens our awareness of the myrïad of 

detaiis in ou. environment and within our body, which we constantiy perceive but 

disregard, and acceierates the processing of intonnation to a speed fàr outstripping 

"normal," routine decision-making. Intuition urges us into action (tight/flight), but we 

often discount the warning because to the cautious. rational mind. the information seems 

stlange, highiy emotionai and therefore risky. intuition serves to protect us, but we ignore 

it, because it seems "unreasonabie." 

At the intellectml Ievel, Noddings and Shore (1984) identi@ two distinct functions 

of intuition, which are constantly at work below the level of normal awareness: object- 

giving and experience enabiùig. Object-giving is seea in mathematics. whereby natural 

numbers and the process of iteration (to mark the next, the next and the next) are 

intuitively known, they are "given." Expenence enabling means that through intuition we 

make sense of our experiences, linking them in patterns which allow us to anticipate, 

organize and interpret hem: "The forxns of pure intuition (of time and space) are pnor to 

experience and make experience possible. . . (and) . . . a developing intuitive capacity 

makes increasingiy sophisticated experÏence possiblel'(p. 50). 

Highly cornplex, "sophisticated" tasks such as managhg a class of thirty ten-year 

oIds may demand a level of concentrated effort that favours intuition. Renowned 

psychologist Mihdyi Csikszentmihaiyi (1990) was the nrSt to intensiveIy study the 

cornpiete engagement of physicd, emotionai and mentai faculties, which he Iabelled 



"flow expenence? He defhed it as the mer& of action and awareness- When a person 

is "in flow," they do not operate with the normal dualistic perspective whereby one is 

aware of performing an action. The flow is in fact broken ifthe awareness is split, in 

order to perceive. The "flow" state is deliberately attained through concentrathg 

attention, by centering on a Limited stimulus field and keeping out potentiaily intruding 

stimuli. People in many fields, including teachers, describe this impression of being at 

one with their subjecr, a feeling that is di8icuIt to capture and often fleeting. For example. 

the meticulously-planned lesson may be an utter failure, whereas the lesson that develops 

"on the spur of the moment" inspired by the students may become an dl-encompassing 

dialogue or experknent, and achieve significant results. Ail participants sense that 

everything is "in syac" - the curriculum, the snidents and the teacher. 

in some professions, however. being "in flow" is a matter not ody of success. but 

aiso of swival. In an examination of the physicai and psycho1ogicd demands 

experienced by the top twenty Formula One race car drives. Dan Marisi. performance 

psychologist and associate professor in education at McGilI University (1 996), described 

the "ideai driving state" to in te~ewer  Phiiip Coulter. He described it as a flow state, 

wherein the driver is tocused 70 to 75% in Eont of him, and the focus is complete: 

And when they tak about Wow state" or "in the zone.'' some of them Say. I 
feeI Like 1 am in a tunnel. Everything beside me is out of focus. dehsed . . . 
but out m front . . . it's quite aisp and quite clear, and this tends to grab 
(the) focus even more, and they have the potentiai to get in the zone . . . 
(When this happens) ''you can't be beaten . . . You drive ten-tenths. Now 
it's different for difEerent peopie. Some of them have out-of-body 
experiences, as a matter of fact. They see themselves watchg themsehes 
race. They're sating on their rÎght shodder, as it were. Some of them feel 
omnipotent. Some of them cm predict exactly what's going to happen 
before it does happen, Some of them feel they can wilI the car to move in a 
certain nuance or a certain marner. AU in a, they are one with the race and 



the racecar. They're not detached They're not a driver driving a racecar. 
There is a total harrnony going on there. And when they get into the ffow 
zone, the state is aitered to one that is compIetely absorbed and focuses on 
the task at hand, to the extent were they become swaliowed up, if you will. 
by the driving. (transcript of radio interview, pp. 7-8) 

This complete, synchronized engagement of body and mind dows  drivers to maneuver a 

metal shell around the racetrack at speeds exceeding 200 miles an hour, and accidents are 

relatively rare. Drivers are both conscious and in an aitered state of consciousness at the 

same the.  Maslow saw "ffow" as a narrowing of consciousness, a giving up of the pasr 

and the friture (cited in Shalicross & Sisk, 1989, p. 10). The sense of timelessness makes 

the experience very pleaurable, but this positive sensation may also be due to a physical 

response: "niey become addicted to the adrenaline rush, which does occur when they're 

driving that car on the edge" (Marisi cited in Coulter, 1996, p. 3). De Becker ( 1997) 

maintains that we ail have the instinctive capacity to react this way. alert to al1 intemal 

and extemai signais and therefore able to make accurate predictions which will ensure our 

survival, but our skills have been suppressed: ". . .because we are at a point in our 

evohtion where life is less about predicting risks and more about controlhg them" (p. 

102). When racecar drivea are on the edge, theu Uinution is Forced to engage. just as it 

does when we experience fez. De Becker, like Smith (I995), Holyoak and Thaagard 

(1995), and others, suggests that patterns and sensations can be perceived seemingly 

instantaneously by the brain and S o m  our consciousness on a ievel which our Iogical 

mind does not attain and therefore tends to dismiss, 

intuition: Brain or Mind? 

A furthet complication in researching intuition resdts fiom the fact that some 

writers speak of intuition as occurring in the mind, whiIe others refer to it as a process of 



the brain. 1s the conscious Level of intuition in which we make discoveries, evduate 

situations, make choices and predictions and even reach a high ievei of self-awareness a 

h c t i o n  of the brain or the mind? 1s there a difference? 

Figure 2. intuitive Brain or Mind? From: CALVIN AND HOBBES, Watterson, B. 1988. 
Reprinted with permission, UNIVERS AL PRESS SYNDICATE. 

W U  CaIvin k e n  to his brain or his mind, as he makes his decision to descend? 

How is the mind distinct fiom the brain? Elliot Eisner (1997) explains it this way: 

Mhds . . . in a crnious but profound way are made. Their shape and 
capacities are Uinuenced by what we are given an oppomuiity to learn when 
young . . . Brains, in contrast to minds, are biologicd-they are given by 
nature. Minds are cultural-they are the resuit of experience. (p. 350) 

To understand the mind, however, research on the brain has been focused on localizing 

the areas ofdedicated functions. Throughout the seventies and early eighties it was 

beiieved that the two hdves of the brain fiuictioned independentiy, with logical fiinctions 

dedicated to the Iefi side and "the rnetaphoric minci" in the rÏght. Here 

the femde or yin part of the braùi (codd) respond to an idea with . . . a 
sudden rush of reIationship . . . and the origuiai thought (wouid) expand 
rapidy outward ùito a network of new holistic perceptions. The role of 
metapboric thinking is to invent, to create and to challenge conformity by 
extending what Îs known into new meadows of knowkg. 
(Sampies, 1993, p. 14) 



Scientific theories of the bilaterai functioning of the brain seemed to suppoa the 

duality found in religious philosophies as diverse as the ancient Chinese and the 

Christian. The left hemisphere was believed to contain the verbal, analytic, sequentid, 

rational, time-oriented and discontuiuous, while the right was the seat of the non-verbal. 

holistic, synthetic, visuo-spatid, intuitive, timeIess and diffuse (Gardner, 1997. p. 66). 

However, recently these conclusions have been disputed, as more sophisticated 

technology has alIowed scientists to observe activity in each reaim simuitaneously, on 

both sides of the brain. Magnetic resonance imaging can now produce cornputer- 

enhanced images of brain activity, and the results seem to support Bohrn's theory of the 

"holographic" brah, which postulates that information is stored throughout. with each 

part containing everything in the whole. S hallcross and Sisk ( 1989. p. 75) specuiate that 

this may explain why intuition is an awareness that is rapid and complete. because it is 

occurring in many places in the brain at once. 

Psychologkt Daniel Cappon (1 989) aates that there no defi nition of the mind. 

but tfiat the distinction between the brain and the mUid is that the brain is the concrete 

infrastncture and the mind is the abstract superstructure. The mind is more than the sum 

of the parts of the physical brain: "Once the tens of billions of the neurons of the human 

brain become embodied and comected, that body contains a muid" (p. 37). And for 

Cappon, intuition is at the highest LeveI of cognitive processes, the point where perception 

meets thought. It happens as a result of a host of inputs to the bnin, as an inteiIectuai 

process and not as a result of rnagicai inspiration. Below the tiny "cone of consciousness," 

intuition coifects information fiom the interaction between background and foreground, 

senses contrasts, sensory closmes, patterns and personai and collective mernories, scans a 



range of possibilities and then produces a whole picture, an insight, a flash. Cappon 

iosists that it is a faculty of the mind iike any other, crucial in making intelligent 

The bmidmind question may be a limiting, eitherlor way of attempting to defuie a 

holistic process that simuitaneously engages, body, mind and spirit. Jung believed that 

Western culture over-emphasizes the thinkuig f'unction of the mind, to the exclusion of 

feeIing (intuition and sensation) which involves types of perception that are different but 

e q d y  valid. Hampen-Tumer (198 1) says that for psychologist C a l  Jung 

the rounding out of the psyche followed the "inner wayy7 of the T'ai Chi. 
fiom thinking to intuition to sensing to feeling, a serpent winding to the 
hem of darkness, to the very depth of the unconscious where lies the 
knowledge of good and evil. (p. 44) 

Hendlin (1 989) agrees with the Jungian perspective that we must eliminate either/or 

thinking in order to develop a "discriminating" mind: 

the mind that is able to rnake distinctions and to see subtie differences 
between ideas, relationships and forms . . . the mind that doesn't confuse 
one thing with another and the mind that produces our best judgment after 
considered thought . . . capable of razor-sharp clarity in noticing subtie 
changes in the ongoing flow of Iife experience. (p. 16) 

In Schdtzys (1994) book, successful entrepreneurs recall the Iack of nippon. even 

disdain, their intuitive inspirations received Eom conventionai sources. T h e k  ideas were 

typicalIy considered cray. The most cornmon refiain they heard was. "It'U never work." 

Despite obstacles in their path, people who are evennraIIy successfui display inordinate 

amounts of self-confidence and pecsistence. Edison is quoted as sayhg, "Genius is 10% 

inspiration and 90% perspiration!" In an effort to determine the factors that contriiute to 

creativity and success, Howard Gardner (1997) studied geniuses in many fields, fkom art 



to politics. Gardner maintiiins that the brains of geniuses often function difEerentIy from 

the average. He found that some xtists, namely Dostoyevsky and Van Gogh, possessed a 

neurologicd condition cailed temporal lobe epilepsy, and that the extreme level of focus 

associated with creative genius is closely linked to autism, which is aiso ofien found in 

families of great mathemaricians, scientists and eagineen. Frorn their earliest childhood. 

the geniuses Gardner studied were persistent leamers, self-propelled, energetic, curious 

and focused. He aiso points to the importance of positive, numiring expenences on the 

actuai reaiization of talents. He beiieves that inherited potential in the brain, combined 

with environmentai factors, are the crucial elements in the development ofextraordinary 

rninds. Noddings and Shore (1984) aiso emphasized the effort required to develop 

intuitive understanding through famiiiarity with a domain and rote memo rizatio n of 

routine processes. They agree with Louis Pasteur's famous remark- "Fortune tavon the 

prepared mind, making it ripe for discovery." 

Can huition Be Learned? 

Are some people just nattu-aily more "intuitive" than othea are'? It is generally 

believed that both women and chüdren possess "more" intuition than men. Research 

however does not support this conclusion. De Becker (1997) maintains that the 

omnipresent dangers facing women in modem society rnay heighten thek awareness to 

possible threats, but they are just as iikely to ignore the warnings as men, maybe more so. 

GoIdberg (1983) thought it abmrd to assert that chiIdren are more intuitive than aduits, In 

his view, the development of formai thought does not supplant intuition, but rather shouid 

enhance it, in the same way as Iogicai reasoning. ChiIdren's naturai intuition is 

underdeveloped, based on input from the seoses and expressed in simple images and 



concrete symbols: "To elevate fertile imagination and unpredictable sagacity to the Ievel 

ofwisdorn . . . is like watchùig children splash around randomly with paints and 

comparing them to Picasso" @. 101). 

Goldberg believes, however, that the child's inherent capacity for intuition, iike any 

ski& must be nurtured to grow and mature. Like Goidberg (1983), de Becker (1993, 

Kautz and Branon (1987) and others believe that intuition is a natinal skill, which 

according to de Becker. becomes even more powerful in the face of danger: 

Nature's gceatest accompiishment, the human brai& is never more efficient 
or invested than when its host is at risk. Then. intuition is catapulted to 
another Ievel entirely, a height at which it cm accunteIy be cdled graceful, 
even &culous. Intuition is the journey fkom A to Z withour stopping at 
any other Ietter dong the way. It is knowing without knowing why. (p. 25)  

De Becker references the work of socid anthropologist Desrnond Moms who identified a 

pIethora of physicd signais or "body langage" which we are constantly reading on an 

unconscious level, that inforni our judgments during social interactions. He illustrates 

how cuitural pressures suppress this intuitive knowledge to the point that we unwiningIy 

expose ourselves to dangers we couid easily avoid if we just Listened to ourselves. 

Kautz and Branon (1987) maintain that some peopIe are more intuitive than others 

through deiiberate effort are. De Becker maintains that intuitive ability is IargeIy based on 

previous expenence. He beIieves that because he grew tip in a violent, dysfunctionai 

family he was forced to hone his seasitivity to cues present in the environment. So-calied 

"women's intuitionft can be accounted for in the same way, since women in our society 

must be cofl~fsultiy wary. Schuitz (1994) references scientific expIanations for why 

women score a M e  better on intuitive tests than men These include the male's 



infmtiIization of women, women's physical inferiority, and differences in braùi processes 

that make them more sensitive to non-verbal, right-brained communication. 

Stephen Hendlin (1989) concurs that the capacity for intuitive insight Unproves 

with experience. A child may ask a very deep question, but for an ad&, if the relative ego 

is developed, the same question may lead to a deeper levei of reflection. The problem is 

that Western society does not encourage the child to explore the question. The "correct" 

answer is either expected or provided, as quickiy as possible, and thus intuitive 

understandhg is diminished over time, in favour of andytic reasonllig. As Picasso said, 

"Every child is an artist. The problern is how to remain an artist once he grows up." 

Noddings and Shore (1984) describe the conditions necessary for intuition to tlourish: 

Somehow, it seems, we must approach . . . tasks guided by some sense of. 
or desk  for, meanhg . . . If the teacher interferes with step by step 
instructions the students will move into an andytic mode . . . So f i t  of dl, 
there must be a feeling that it is safe to move on to the intellectual question, 
and there must be a wiiI to do so. 1 must not be pressed for tirne: i must not 
be made tu feel foolish as I begin my expuploration. The intuition in its quest 
for understanding serves under the command of the Will, which seeks 
personai meaning, and enhancement . . . I must let things corne in upon me. 
1 cannot be interrupted. 1 am watching, behg guided, attentive as though 
listening . . . I must be fiee to explore and to choose, and I m u a  make a 
conmitment . . . We deprive the intuition of an oppomullty to see when we 
fail to encourage the invention and manipulation of objects in familiar 
senuigs . . . Long before the remit is ready for public demonstration, there is 
b e r  assurance that t b g s  are coming right. (pp. 85-87) 

Noddings and Shore (1984) outhe three critical points in the intuitive activity process. 

During the initiai stage fnrstration may be so intense as to produce perpenial 

procrastination. In the second, the fist cIear intuition is accornpanied by the possibility 

that it may in fact be wrong, thus producing more discouragement. in the third stage one 

faces the nsk that the intuitions are devalued by the individuai or by others, redting in 



abandonment of the authentic quest for meaoing. Great "leaps of faith are required to 

persist Hendh (1989) refers to the psychology of elite sport, which uses the term 

"pardysis by analysis" to convùice high performing athietes to rely on '~inconscious 

cornpetence:" "Let it go, and let what you have been trained to do, let that become nuid. 

There's got to be a s W g  between that conscious, deliberate strategizing and decision 

making and that unconscious spontaneity" (p. 2). 

The key to beginning the process in the fust pIace is the individual's desire for 

meaning, mie curiosity. M a t  is the motivation for leaming about a subject, and what 

drives the motivation? In race car dnving at least, Marisi (1996) asserts that there are two 

motivators, fear and desire, and therein may lie the difference between winauig and 

Iosing, life and death: 

The dominant thought in your mind, if it is fear. for example of crash, of 
injury, of death, will be the motivating impetus in your driving and 
performance. You will drive with fear. There is then inhibition and tension 
permeating your mind md your body. If on the other hand-this is where 
mon of the successful cirivers are-they have thek desires as the prominent 
thought in their mind, that which they want-that is, success- racing, 
winning and racing, dorninating the cornpetition, being able to control that 
power-ai1 these khds of goals sit heavily in their mind and, in fact, act 
aImost as if it were a magnet, puiling them toward their goal. (p. 9) 

An intuitive styIe of pro blem-soIving wouId dlow the freedom tu "wonderTT' which 

Kegan (1994) says is becorning more and more critical in the context of modem Me. To 

wonder involves more than mere questioning: 

"Wonder" is "wondering at" and "wondering about' " w o n d e ~ g  at" is 
watchuig and reverencing; '"wondering about" is asking and reckoning. 
"Wondering at" is Eastern, receptive, contempIation as an end in itself; 
"wondering about" is Western, acting upon, a means to an end . . . (This 
anmiring) . . . does not favor the anaiytic or the aesthetic. It does not regard 
science as evil or as a saviour. It does not castigate or canonize the stimngs 
of the human h e m  It is dedicated instead to drawing deeply fiom both of 



these kinds of wisdom . . . the lifeblood of wholesome teaching consists in 
just this two-sided way of adminng. (p. 8) 

To enhance intuition, classrooms would offer time and space to wonder. The 

Literature is clear on this point: intuition is impulsive. It demands reflection, time and 

discipline. Edward de Bono developed techniques such as the PMI @lus minus. 

interestkg) inventory to slow down the tendency to jump to conclrrsions: 

The normal attention flow resdts in an immediate emotiond reaction which 
then determines an attention flow to support that reaction. The PMI ensures 
a basic exploration of the subject before judgment. This is not at ai1 nanual. 
What is natural is to interpret, recognize and judge as quicMy as possible. 
(p. 176) 

De Bono's methods eiicit more varied, creative solutions to problems. 

According to the literature, intuition is not randorn or "magical." It can be enhanced 

through detiberate effort. Nodduigs and Shore (1984) maintain that to free the mind br  

intuitive thinkllig, the most basic, non-intellectud matters must be routinized. This allows 

midents to be totally engaged in a search for meaning. Noddings and Shore suggest that 

teachers present and explore a concept or ski11 in a variety of ways, through concrete 

objects, visual representations and stories. The subject shouid be taken apart and re- 

constructed. Like Sampies (1993), they beiïeve in teaching the syinbolic Ianguage of the 

subject through metaphor. And they agree with Kendiin (1989) that mental discipline and 

routine are essentiai to the deveIopment of intuitive processing. 

The consensus arnong authors referenced for this paper is that intuition is a naninl 

skiil, which can be Mproved The tendency in our society is to suppress intuition as 

"Urationd:' but according to the fiterature it is an essential part of reasoning, which we 

use whether we are aware of it or not. Due to genetic or environmental factors, some 



people may access intuition fÏrst, or more readiIy, in the decision-making or creative 

process. 

Conceptual Defhition of htuition 

Despite the wedth of Iiterahire, both academic and popular, it stiU seems no easier 

to arrive at a clear picture of intuition. From Hendlin's discrimimting mind to Samples' 

metaphoric mind, fiom Holyoak and Thagard's analogou ieaps to De Bono's rvater 

logk, am 1 any closer to understanding a phenomenon whereby understanding cornes 

" bumingiy-all at once"? Two factors render the study of intuition dificult: either it is 

denigrated as impulsive and irrational. or it is recognized as a Iegitimate way of 

processing information to arrive at conclusions and make decisions, but remauis in the 

esoteric realm of the mystical. 

To sumrnarize the literature review, intuition cm be defined as a braidmind process 

for interpreting information and amving at conclusions. whereby the thought is perceived 

as complete, c r e a ~ g  the sensation of putthg the kt piece in a puzzle. For the purpose of 

this study, intuition is a b r d m i n d  fiinction of pattern recognition and intemretation of 

information kom environmental and interna1 simals, that dlows for an "imrnediate." 

holistic sense of understanding. It is more than rapid reasoning, since it demands 

concentrated attention and strona emotions- Intuition is distinct fiom im~ulse. which is an 

instinctive remonse in the categow offlieht or fi&- Intuition is more inteilectuaiIy, 

~iritualIy and emotionallv dernanding. It is. as Noddings - and Shore believed. a d e e ~  

m s  of the O b W  based on intense studv. Study may be conscious, as in the case of 

the F o d a  One driver who trains inteIlSiveIy so that during the race he drives in the 

"zone," or subconscious, as in de Becker's personai case whereby the violence he 



experienced in childhood aiIowed him to be highIy perceptive in anaiyzhg potentiaily 

violent situations. Enabled by, but not dependent upon, experience, intuition integrates 

physical, mental and spiritual experience into a clear response to a question, 

accompanied by a sense of confidence. 

This sense of certainty or urgency does not make it cight. intuition is no more 

i n f i b l e  than logicai reasoning . Em pirical reasoning, cationai thought and intuition are 

integrated, essentiai parts of the overail way in which we make sense of the world and ow 

own feelings. in our society, the deliberate pactise of intuition bas not been valued, and 

therefore the understanding of thÏs "way of knowing" is not well-developed. in the 

context of education, the term is often used Iightiy, as if it were universalIy understood. 

when in fact it is as enigrnatic as the logic of Confucius. Long ago, Confucius explained 

to his awe-struck students that he did not drown from falIing in a raging river because "1 

know how to go in with the descendhg vortex and corne out with the ascending one." He 

was describing intuition as a way of "knowing." 



Conceptual Frarnework: Intuition in Teachers 

Based on the dennition of intuition as a braialmind function of pattern 

recognition and hterpretation of information from environmental and interna1 

signais, that aiiows for an "immediate," hoüstic sense of understanding, what is an 

"intuitive" teacher? How wouid an intuitive teacher make decisions and solve problems? 

Shalfcross and Sisk (1989, p. 8) found the work of D.K. Simonton to be useW for 

cornparing analysis vernis intuition in problem solving styles. Simonton discovered that 

highly creative people improve in their ability to solve problems under the instruction to 

Uituit, and those with lower creativity improve their problem-solving ability under the 

instniction to analyse. in other words, individuais tend to approach problerns in fmiliar. 

routinized ways. As Gardner (1997) points out, this is probably due to both inherited 

tendencies and developmentai expenence. In our rationai, empiricd society we are taught 

to rely on evidence, objective proof and mathematicai statistics, rather than sensory input 

and intemal information. Julia Carneron (1992) maintains that the result for many people 

is "blocked" creativity, a complete loss of the abiiity to "intuït:" 

Logic brain was and is our nwivai brain. It works on known p~ciples .  
Anything unknown is perceived as wrong and possibly dangerous. . . Logic 
brain is the brain we d l y  Esten to, especidIy when we are telhg 
ourselves to be sensible . . . Logic brain is our Censor, our second (and third 
and fourth) thoughts. Faced with an original sentence, phrase, paint 
squiggie, it says, "What the heii is that? That's not right!" . . . Any original 
thought can look pretty dangerous to our Censor. The only sentences 
fpauitings sculptures/ photographs it &es are ones that it has seen many 
times before. Listen to your Censor and it witI teII you that everythuig 
original is wron9/dangerous/rotten. Who wouldn't be blocked ifevery time 
you tiptoed into the open somebody (your Censor) made frm of you? 
@p. L2-13) 



De Becker (1997) would coocur. He cites case after case in which the wafning signs of 

danger were evident, but the victims diowed their second and third thoughts to convince 

them otherwise, to the point where foilowing cuitUral noms of politeness and fear of 

embarrassrnent lead to death. This is why de Becker insists that we listen to our fear. 

Accordhg to Bob Sylwester (1995) there are teachers who. despite externa. 

pressures from the rational, empincal point of view which dominates our culture. follow 

their persistent sense that learning and reasoning involve more than a senes of lock-step 

processes. Sylwester believes that brain research is now providing biological evidence to 

support much of what expenenced teachen corne to know through experimentation and 

observation. in a recent i n t e ~ e w ,  he defended teachers' intuitive understanding of their 

students' Ieaming needs: 

For example, teachers have long encounged midents to h d  patterns and 
connections in what they've learned. but new knowledge about out brain 
may heIp us discover new ways to help students expand their knowledge. 
And the best teachers know that kids leam more readiiy when they are 
emotionaily involved in the Iesson because emotion drives attention. which 
drives Ieaming and memory . . . Teachea know that emotion is important; 
they just don? aiways know what to do about it (interview by Brandt, 1997. 
P- 17) 

Once again we see that "teacher intuition" is credited with deeper insight than loge 

aione can provide, as weii as a suggestion that some teachers are naturaily more intuitive 

than others. 1s this in fact the case? If we accept Gardner's (1997) view that the ways in 

which the brain processes information depend upon inherited characteristics and 

environmental conditions, is it possible to identify individuais who tend to rely on the 

intuitive mode? 



Theories and Tests for Thinking Styles 

Goldberg (1983) found that although there is no solid evidence to support the 

notion that women are geneticaüy more intuitive than men, there - certain personalities 

more prone to using intuition. Carl Jung's theory of personality types has been widely 

used to explain the ways different ways in which people respond to information and solve 

problems. His mode1 is comprised of four functions, sensing, feeling, thinking and 

intuition. People are oriented one way or the other by their genetic rnake-up and use of the 

favoured mode over tirne. Myers, Briggs and others have created inventories to identiS, 

penonality traits, including the intuitive. Dr. Richard Rancourt, of the University of 

Ottawa, developed an instrument to determine an individuaITs most preferred style for 

perceiving the world. His Knowledge Accessing Modes Inventory (1988) is designed to 

ascertain how people monitor and evaluate information, make decisions and 

communicate with others. in  the^ study of learning styles, Leino, Leino and Lindstedt 

(1 989) ascribe to the definition developed by S. Messick ( 1984. 1987) that CO-pitive 

styles " . . . organize and control abiiities, attention, impulse, strategies and opedons in 

such compIex processes as problem-solving and learningy' (p. 1 1 ). 

Rancourt (1988) expands the notion of styles to encompass the operathg systems of 

the whole person (cognitive, affective, motor and sensory) in interaction with the 

environment, to desmie what he c d s  "epistemic" styles. The sqdes -' . . . act as a set of 

critena in the screenin& selecting or rejecting of information . . . (which we) access 

seIectiveLy . . . which in tum, when accepte4 is transformed into penonal knowledge . . . 

not necessady accessible to others" (p. 2). Rancoria based his test on the premise that 



there are essentidy three ways in which we acquire knowledge: through our senses, 

following an inductive reasoning process to determine the practicai, objective worth of 

the incoming data (empirical); through mental processes, foilowing a deductive process 

of reasoning to judge the fit between experience and betiefs (rationai); or through 

personal, idiosyncratic, subjective feelings whereby infiormation is screened and judged 

through an abductive (andogicaUexpe~entiaVIaterd) pmcess of reasoning (noetic). The 

theory suggests that the individuai with the "ideal" style wouid consistentiy refer to d l  

three. However, research has found that ninety-eight percent of people have a dominant 

mode For accessing knowledge, as well as an associate mode, and sometimes a minor 

mode, which is most infiequentiy used. The individuai who functions most often in the 

noetic (intuitive) mode is characterized as follows: 

Psychologicai orientation 

Cognitive system: holistic, divergent, anaiogicd, subjective, intuitive. expenential 
Affective systern: expressive, impulsive, spontaneous, emotiond. extroverted 
Sensory-motor system: visuo-spatial, good rnuscuiar tension. coordination and 
reflexes 

Behaviourai orientation 

to others: helping, fnendy, intimate, permissive 
a to time: present and fcuture-centered 

to tasks: emotiondly hvolved, person-centered, process-based, hovative 
to pro blems: intuitive, creative, insightful, unstnrctured 

(KAMI Manual, 1988, p. 8) 

This Iist of personality and behaviomal characteristics wouid seem to be consistent 

with the preceding titerature review: self-knowledge and self-reiance, imagination, 

persistence, cornmitment, the ability to take risks and to contemplate quietiy in solitude, 



as weU as to be centered in the present. Whiie the term "extroverted" may seem 

contradictory to the need for reflection and solitude emphasized in the Literature, this may 

be Linked to a different personality trait: fieid-dependencelfield-independence. Leino, 

Leino and Lindstedt (1989) explain that the research in this area has shown that 

individuah who do not rely exclusively on extemal visuai information (field- 

independent) are also more independent in social situations. Therefore, ' those who 

function in the noetic mode depend on visual-spatial information, they are field- 

dependent, and are the types of people described socialIy as "warm. affectionate. tactful. 

nonevaluative and accepting of others" (p. 5). This may explain the persond characteristic 

"extrovert" in combination with a need for solitude* 

Can these traits be ascribed to "intuitive" teachers? 

Characteristics of Intuitive Teachers Based on the Literature 

It was necessary to develop a profile of the intuitive teacher based on the literature 

review. in order to f o m  a basis for cornparison when the principals would be asked to 

describe them. The first challenge was to fmd a method for describing teaching 

behaviours and characteristics in a standardized way. A review of a variety of teacher 

evduations received by the recmiting office of the Calgary Board of Education revealed 

that in order to facilitate the description and assessrnent of the muIti-faceted roles of 

teachers, evaiuators often categorize their comments by themes. I chose to foiIow the 

format used to evaiuate student teachen at the University of AIberta, to provide a 

stnicttm for desmbing intuitive teachers. I then synthesized information fiorn both 

Rancourt's (1988) mode1 and the Literature on intuition, to arrive at a broad description of 

the intuitive teacher. 



Preparation. Planning and Organization 

Recruires solitude, 

Two common traits of intuitive, creative individuais described in the references is 

that as chiidren they spent a great deai of quiet t h e  aione and that they had dificulty 

expressing their ideas aioud. While the intuitive teacher wodd be open and sociable, they 

would also have a great need for quiet and solitude. ïhe need for imer quiet in order to 

focus attention on the subject is ernphasized in al1 the Iiterature. Intuitive teachers rnay 

not therefore be at their best in a forced team environment. ifplaced in such a situation. 

the teacher rnay withdraw and appear uncoopentive. 

This teacher requires imer stillness, only achievable through regular. daily penods 

of self-reflection. They rnay be found done in the classroom before or afler class. 

replaying the day's activities or events, in silence, gazing into space. Time aione is 

necessary for listening, " . . . to be able to hear al1 of the voices inside and be able to see 

various shadings, or gradations of choice, rather than just aiIsr-nothing choices" 

(Hendlin, 1989, p. 165). 

Cultivates self-awareness. 

If the teacher is self-aware, they rnay consciously strive to achieve the relaxed state 

required to access intuition. The Iiterature chronicles routines and rituais employed by 

artists and scientists in order to enter the intuitive mode, Eom Schiller's aromathenpy 

using decomposing appIes, to Beethoven's habit of chiliing his brain with ice water. Even 

in the presence of danger, intmding stimuli must be ignored, in order to think clearly. De 

Becker (1997) explains the difference between fear and worry, insisting that a constant 

state of worry suppresses the ability to notice the genuine signais of danger. Kautz and 



Branon (1 987) cite various ways of calming the conscious mind through diet, exercise 

and breathhg (especidy yoga), meditation and the practice of spintuai exercises. 

Noddings and Shore (1984) advise relaxhg when faced with a difficult problern, by doing 

another activity and thus allowhg the mùid to access the inner landscape to retrieve the 

information it bas gathered. The intuitive teacher may give evidence of these habits of 

mind. 

Plans "holisticallv." 

For the intuitive teacher, the process is more important than the content. 'ïhey 

would d o w  a wide range of choice to students. The caution wodd be that they wodd 

have to ensure constant monitoring of activities against the prescribed curriculum, in 

order to avoid getting "caught up" in the excitement of the process and becoming side- 

tracked from program goals. There may be a tendency to follow ideological Fads without 

analyzing a variety of possibilities. m i e  rnaintaining a good knowledge of the 

prescribed curriculum in the sense of the "big picture." a Iack of tirnemanagement skills 

may r e d t  in not setting or meeting deadlines. 

Centered in the mesent, 

Hendin (1989) believes that being present-centered is essentid to a heaithy, 

baianced We, and especiaIIy the abiiity to access "the discrirninating -" including 

intuition. He suggests that one way ofachieving this is through not attendhg to more than 

one task at a time-this wodd be a difficuit one for teachers! Hendlin's descrÎption of 

being present-centered soimds much Iike the ltzone't experience: "If we are more present- 

centered we wilI be in touch more of the time with bodiiy sensation rather than thought. 

But when we get Iost m the reverie of pst experiences, conversations, or regrets, we are 



more "caught' in the web of time . . . The same is true if we get lost in the fiiture, even 

though people who prefer the friture are many times more hopeful, optunistic and 

energetic" (p. 37-38). When asked how Formula One drivers achieve the "zone" state. 

Dan Marisi (1996) described many of the same contributhg factors that Hendlin insists 

upon: enjoyment or total enthusiasm; loss of ego; comptete absorption in the activity; 

and a clarity of immediate goals. According to the Literature, intuition demands being 

present-centered, which does not correspond well to the long-tem. detailed planning 

required in schools. This teacher may also be careless of detail and p rocdna te  radier 

than complete routine tasks. 

Teachuig SkiIIs and Strategies 

Grounded in personal ex~erience. 

The intuitive teacher wodd reiy heavily on personai expenence and visuaiization to 

establish the context for Iearning. Noddings and Shore (1981) advise teachers to 

encourage the deveIopment of intuition in their &dents, through w m - u p  exercises that 

create a tone favorable to intuitive thinking. They caution that this can be dangerous in 

our modern, pluraiistic society. Some parents and students may take offense to this type 

of inner, very personai exploration, and therefore such activities must be undertaken with 

cae and respect. Exercises for mental imagery are found in most of the books on 

intuition, but even more conventionai books recommend the practice: "Mental Unagery is 

a valuable asset in creative thinkuig and problem-solving because it combines a fixedom 

of association with a richness of organhtion" (Beaumont, 1989, p. 62). 



Values personalized, visuai leaming. 

The intuitive teacher wodd introduce Iessons using anecdotai and biographical 

references. Students wodd be encouraged to relate information to persona1 expenence. 

They would also be given time to work on individuai projects and would receive one-on- 

one assistance from the teacher. Dominant teaching strategies would include role-playing, 

projects, leaming centres. discussions and multi-media presentations. Creativity and 

innovation would be valued by the intuitive teacher. Students wodd be encouraged to 

consider broad concepts and relationships. The weaknesses of this approach couid be a 

lack of organization and established routines, and difficulty meeting the needs of students 

requiring a sequeritid, structured approach to learning. Since noetic thinkers do not learn 

best in han&-on, trial and error situations, they may not offer this to students. 

Communication 

hprecise in expression. 

The intuitive teacher may have difficulty formdating and aniculating concrete 

plans for a team partner, administrator, or parent. Bob Samples (1993) fmds this ody 

natural, and blames our emphasîs on Ianguage for the inappropriate dominance of the 

analyticai flractions of the mind: 'The accepted medium of communication. language. is 

the most dominant mechanism for implementing this prejudice ... rationality requires order. 

logic and sequence-qualities that our cdture Iabels grown-up, mature? and addt" (p. 19). 

For Samples, language often suppresses the "metaphoric mind," or intuition. As stated 

earlier, intuitive teachen have difncdty articdating their understanding- Since they have 

such a broad sense of the whole, it may be di-fficult for them to work wÏth a coiieague or 

student who is highiy andytical, organized and structured. However, since noetic thinkes 



Iearn through discussion, the intuitive teacher wodd readily offer opinions and enjoy 

communicating with others. They would motivate students through an appeal to the 

ernotions. In the classroom, students wodd be asked more "why" than "how" questions, 

to stimuiate imagination and hypothesis-genemtion. 

Listens well. 

Intuitive teachers would be sensitive to feelings and would be active tisteners. 

Noddings and Shore (1 984) described the "intuitive rnood" necessary to engage intuition: 

. . . an attitude ofdertness and receptiveness without actively directed 
participation of the perceptive ego. It is attained more easily with practice. it 
is fatiguable and fatiguing. Intuitions in different fields do not seern to 
interfere with one another. Intuitions are not ail dependent upon extensive 
past experïence in the given field. Extraneous physical stimuli, both extemai 
and internai, appear to be inelevant. (Berne, 1977, cited in Noddings & 
Shore, p. 28) 

The intuitive teacher, on a conscious or mb-conscious IeveI? wodd be actively listening 

and obsenring, seeking patterns in speech, mannerisms or other behaviours which would 

Uiform understanding of the whoIe person. The disadvantages of this characteristic would 

be that the teacher may become too emotionalIy Uivolved, and thus be inconsistent and 

overIy Ienient. 

Management 

The intuitive teacher wodd value individuaiized teaming, play, even day-dreaming 

and doodling. They wouid accept a high noise-Ievel and a seemingly more unstructured 

Ieaming environment. A minimum of direct intervention wouId be required due to the 

abzty to maintain strong mterpersond rdationships through fiequent interactions with 

students, both verbaiIy and with body Ianguage. They wouid be student-centered whiie 



maintahhg control, however they aiso may be disorganized and unpredictable. 

Depending on the situation, they may be either extremely inflexile or over- 

compromising, with a tendency to jump to conclusions before andyzing all the facts. 

Class C h a t e  & ReIationships 

Eniovs working; with others. 

Within the classmom environment and the school, the emphasis for this teacher 

wouid be on the development of relationships. They wodd be afTectionate, trusting, very 

aware of feehgs and prornote h m o n y  in the classroom. According to Rancourt's (1988) 

description of noetic teachers, this teacher may dso be impatient. have overly high 

expectations and work more with the class as a whole than individual students. 

Professionai Ouaiities and initiative 

Highfv motivated. 

Noddings and Shore (1984) insist that activation of the Will (their capitdization) in 

intuition is key. The intuitive teacher wouid have a high personal drive and would initiate 

a variety of creative activities. They would be very enthusiastic and willing to take charge 

of situations, seeking a new and different sohtion to problems and be very interested in 

the latest teaching trends. However, accordhg to Rancourt (1988) the teacher rnay like 

leaming new skilis more than applying them. and lack initiative in task completion. 

Evaiuation of Student Learning 

Observant of ~atterns. 

An intuitive teacher wodd vend a great deai of t h e  observing students, both 

deIiberately and "~turaiiy." Details are grasped at a sub-conscious IeveI, which may be 

hard to articdate, but which inform decision-making about mdividuals and the 



currÏcuIum. The teacher moves freely about the classroom, from student to strident, 

praising and criticizing and expressing assessments verbally and through body language. 

According to Hargreaves' (1 997) research, such a teacher wouid fo llow a non-linear. 

"emotionaiiy charged" planning and assessrnent process (p. 17). The dificulty ankes 

wheri they are unable to justify decisions using a cornprehensible, common language. ui 

Not Even Close: Teacher Evaluation and Teachers' Personal Practical Knowledge. Webb 

(1995) describes the difficdties such a teacher encounters in a rigid teacher evaluation 

process. Hammond-Darling ( 1996) points out the hazards present w hen teac hers follow 

an intuitive approach: 

Structuring active learning situations for students infuses more uncertainty 
in the leamhg process nom the teacher's point of view. When a student is 
consûucting his or her own understanding ... a teacher does not know what he 
or she is leamhg without wel1-designed strategies for eliciting what the 
student's think and probhg for understanding. Especiaily in settings that are 
not smicnired for or supportive of this kind of endeavour. it seems a very 
risky business indeed. (p. 9) 

An intuitive approach to teachuig wouid require time. Teachers are constantly under 

pressure! to speed up, complete the prescrîbed curriculum, and report student progress in 

terms of marks and percentages. The intuitive teacher values creativity in practical and 

theoretical areas, and is not bound by strict notions of the.  Deep emotionai engagement 

and difficdty in articuiating understanding of the teaching process leads some teachen to 

be very defensive ifquestioned and to becorne disillusioned with teaching, as depicted by 

both Webb and Hammond-Darling. Ln terms of meeting requirements, weakness wouid be 

Î n  complethg activities and evaiuations according to schedtde. Assessments of student 

learnirzg wouid tend to be giobai and mecdotal, sensitive to -dents' emotional needs. 

The teacher may have nifficulty expressing this understanding in terms of precise marks. 



Reflection and SeEEvaIuation 

Reflective. 

Most wrîters in the field of intuition suggest using a personal journal and/or a 

dream journal, to heighten the awareness of the self. Cameron ( 1992) tells readers to 

institute a daily rituai of "automatic writing," by \vaking a half hour early and beginning 

Mmediately, to access the unconscious and release intuitive, crearive thoughts. She also 

explains that doodling or "automatic drawing" is another way to access intuition, a 

technique used by artists such as Jackson Pollock, who, according to Cameron. credited 

the unconscious as the sole inspiration for his art. intuitive teachen rnay engage in such 

activities as journailing "natrnally," since they must process information through the lem 

of the5 personai expenence. Such deep self-reflection may not always be positive 

however: it may lead to an overly-subjective interpretation of events. They may disregard 

facts and theory in favour of personai bias, and become careless when required to attend 

to detail. A baiance between intuition and rationality must be found. Michael Fuilan 

(1997) quotes many authors in his assertion that suppressing intuition and emotion as 

promoted by our culture is actually a barrier to good judgment, and that both are essential 

to deai with the cornplex, changing world. 

The above chara~teri~cs,  both positive and negative. describe the intuitive teacher 

in the most practicai terms that couid be gieaned from the iiterature. Noddings aud Shore 

(1984) beiieve that intuition is a thinking sk., but they also emphasize that the essence of 

education is s p W .  In the Pestaiozzian tradition, they contend that the presence of Iove 

is necessary, and they have refbed the dennition as "educationd carita$'encompassing 

three face&: "Iove for students, to 'go beyond supeficiaiities and become invohed with 



the other person.,' love of subject, and love of teaching and Ieanùng, in the drive to 

explore, discover and share with the students" (p. 159). They add that for some teachers 

there may also be a sense of "calling," an intuitive sense that teaching is for them, so that 

it becomes more a signincant life expenence than a job. They recognize that, given the 

circumstances in schools, it is difficult to maintain love on aU ofthese IeveIs, in order to 

continue to Feel it requires " . . . toleration, patience, a sense of humor and transparent 

enthusiasm for the process of discovery and leaming" (p. 169). Teachers must have a 

belief in thernselves, in their own ability to solve problems and in their capacity to make a 

ciifference through their knowledge and ongoing process of discovery. For Noddings and 

Shore (1984): 

Love in the classroom is neither naive expectation nor stoic resignation, 
but a cornmimient to the whole expenence of leaming and teachg. It is 
aiso an eagemess to use intuitive feelings to guide students and 
ourselves, and a strength to endure inevitable setbacks and 
disappouitments. (p. 1 71) 

The intuitive teacher wodd possess this "love," and wouid be on a quest for a sense 

of self through teaching. The Ievel of understanding of the true se[f, as desaibed by 

Confucius, wouid be dependent upon the individuai's desire to gain "a deep 

understanding of The Object:" 

He who is natwaily tnïe to i>imse[fis one who, withoui effort, hi& upon 
what is ngirt, and without thinkittg understands what hie wants ta know. 
whose life is emL& midnamraRy in harmony with the moraL iaw. Such a 
one is w h  we cal1 a saint or a man of divine nature- He w h  L e m  io be 
his nue selfs one who fin& out what ii good and ho[& fast to if. 

In order to l e m  to be one 's true se% it LF necesmy fo 0 6 t h  a wide and 
e x t e m e  hwledge of what has been said and dme in the world; criticaliy 
to inquire into it; cmefirlly to ponder over 2; clearly tu sl i  it; and earnesliy 
fo curry it Our, 



It matters not what you l e m ;  but once you l e m  a thing, you must never 
gfve it up tintil you hme mustered it. It matters not what you impire into. 
but when you inquire into u thing you mwt never give it rp until you have 
thoroughly understood it  It matters not what you try to think out, but when 
you once try to think out a thingyou must never give it up until you have gor 
whut you want. It matters not what you ~ r y  to sift out, but once you try to s# 
out a thing, you must never give it up unti[ you huve sified it out dewiy and 
disrinctly. It matters not what you try to carry out, but when you once try to 
carry out a thing you rnzcst never give it up untii you have done it 
thoroughiy weli. Ifanother man succeeded by one effort, you uviii use 
hundredi of efforts. Ifanorher man succeeded by ten efforts, you wi21 use a 
thousand efforts. 

Lei a man really proceed in this manner, and rhough dull. he \vil[ surely 
become intelligent; though weak he wili surely becorne strong. 

To arrive at understundingflom being one 3 m e  seifis caUed nature. and 
to arrive at being one 's tme selffrom understandhg is ca2led culture. He 
who is his m e  serhas thereby understanding, and he who has 
understandi~>rgfinds thereby his n i e  se& 

Conficius, 551 4 79 B. C. 
~anslated and edited by 
Lin. Y. (1938). The Wisdom of' 
Confucius. p. 122. NY: Rundom 
Ho m. hc. (60 &nine) 

Can administrators identie teachers whose practise and personality match the 

characteristics of an "intuitive" teacher, based on the literature? 



CHAPTERFOUR 

Methodology 

Assessrnent Too t 

In this descriptive study, the Knowiedge Accessing Modes Inventory (KAMI) was 

chosen to identifl teachers whose preferred thuiking style is intuitive (Appendix G). This 

inventory was developed by Dr. Richard Rancourt ( L 988) of the University of Ottawa. 

who began his research by working with the psycho-episternic profile by J.R. Royce and 

L.P. Mos (1980). Royce's theory is based on the premise that personality integrates a 

number of systems (style, value, copnitive, affective, sensory and motor) in interaction 

with the environment. Rancourt and Dionne (1 982) used the Psycho-Epistemological 

Profile to study teaching and leaming styles and found that the teachers' psycho-episremic 

profiles closely matched the epistemic characteristics of their specializations (Leino. 

Leino & Lindstedt, 1989). As a resuit, Rmcourt concluded that an inventory specifically 

designed for education was needed, which reflected a theoreticai base in the social 

sciences rather than just the field of psychdogy ( 1986. p.3). In 1986 he developed the 

KAMI a twenty question, forced-choice instrument, which has since been field tested on 

approximately 25,000 subjects of many ethnic and culhuaI backgrounds. The test is SM 

widely used in both educational research, as weIl as in sports, govemment, and the 

military. Over meen years of reliability and vaiidity testhg of the inventory have shown 

the foiiowing, accorduig to Validation data concemuip: the KAMI, Rancourt, R, ( 1998): 

a intemal consistency (split-half) as obtained between two constructed haives of the 

oripinai inventory yidd correIation coefficients of -82 for the noetic scde, -78 for the 

empllical scaie, and -79 for the rational scde. Ref. Leino, AL. (1987); 



concordance with Royce's Psycho-E~istemoloeicai Profile is significant at Pi00 L for 

each of the thcee scales. Ref. Rancourt, R. (1 983); 

concordance with the Barrett-Lemard Reiationshir, hventow is established at -87 for 

the noetic scde and the following subscaies: Regard, Empathy and Conguence; 

constnict validity obtained from some 55,000 subjects; 

with respect to the Myers Briees, the Rationai scale is positively correlated with 

thinking and judgment; the Noetic scaie is positively correlated with intuition, feeling 

and perceiving and the Empincal scaie is positively correlated with sensing and 

thuiking. Ref. Wyspianski, J. (1995); 

correlations were found between the Modes of Thought Questionnaire as developed 

by AyIwin and the three scdes of the KAMI. Particular positive correlations were 

Coud between the visualkation scde of the MOTQ and the Noetic scale. ReF. 

Gumey, 1992; 

In terms of reliability, Rancourt points out that the nature of inventories is aiways 

problematic, since it is ciifficuit to determine whether it is the instrument or the subject 

that is reiiable. However he experimented with the test, re-test reliabiiity and found that 

after a three month interval with a group of 26 graduate students was satisfac tory (N=.87; 

E=+71; R=.8 1), though the sample was admittedly mi&-n = 26 ( 1983). R e d t s  were 

confbed  by another researcher, using a 48-month interval, indicatitg that the modes can 

be considered as invariants within the personality system. (Ref. Forgues, 0. (1 987) 

Rationde for Use of the KAMI: 

The KAMI is distributed by Impact Consulting Ltd. which is accessiile via the 

internet (httpY/vowvhpacttraining.com). The test can be completed and scored quickiy 



and is easy to read and administer, taking approximately nfteen minutes to complete. For 

the purposes of conducting research with busy professionais, it is ideal frorn this 

perspective. The test has aiso been field-tested on teachers and administrators at both the 

elementary and secondary Level, in almost every area of subject speciaiization. Thus the 

need to validate the test using a large sample nom the field is eliminated. Resdts could 

aiso be compared with other studies. 

Myers, Briggs and others have created inventories to identib personaiity traits, 

incluciing the intuitive. The Myers Briggs test is well known by many educators, which is 

a disadvantage for the purposes of this study. It is also longer to admirister. The KAMI 

has been shown to be equivalent to the Myers Briggs in its ability to identifL styles. 

Another advantage of the KAMI is that it is not wideiy known. Other tests such as 

Goldberg's Test of htuitive Ability ( 1  983) have not been as well validated as the KAMI. 

in their study of leamuig styles, Leino, Leino and Lindstedt (1 989) ascriie to the 

definition developed by S. Messick ( 1984, 1987) that cognitive styIes *: . . organize and 

control abiiities, attention, impulse, strategies and operations in such cornplex processes 

as probiem-solving and learning" (p. 1 I). Also, the test was specificdly designed as a tool 

for research in education. 

Procedure 

S t e ~  One: Identif;/ IntuÏtive/Non-intuitive Principals 

At the outset of my research 1 spoke to IUn Dean, a retired, highly respected 

superintendent with Caigary Board of Education, and asked his opinion of intuition in 

teachers. To eIiminate personai bias and due to the fact that I don't know rnany of the 

principals in out district, ML Dean was asked ta i d e n e  four adminsintors at the 



eIementary and four at the secondary Ievel two intuitive and two non-intuitive, at each 

level. The sample was bdanced for gender, four males and four femaies. The reason that 

gender is brought forward is to counter the possible argument that fernales would 

"naturaily" be more intuitive than males. According to the Iiterature, this is not the case. 

Step Two: Superintendent's DesMtion of the Intuitive Teacher 

Mr. Dean was given the same task as the principals: to describe an intuitive teacher. 

Rather than posing an open-ended question such as "Describe an intuitive teacher:' 

consistency in the pattern of responses and with the literature review was assured by 

using a guided i n t e ~ e w  format. The administrators were asked to describe an intuitive 

teacher in each of the specific categories From the University of Aiberta teacher 

evaiuation form: 

Preparation, Planning and Organization; 

Teaching Skills and Strategies; 

Communication Style; 

Management; 

Class Ciimate/ReIationships; 

a Professional Quaiities and Initiative; 

Evaluation, Reflection and SeK-Evaiuation 

The questions simply introduced each category, for example: "How would an intuitive 

teacher . . . prepare, plan and organize?" "What teaching skills and strategies wouid you 

see?" "TelI me about . . . ." The responses were taped, and I andyzed the data h m  the 

transcripts of the conversations. To maintain consistency, no probing was done, with the 



exception of the additional question: "Are there any weaknesses in this styIe?" (See 

sample i n t e ~ e w  response, Appendk J). 

S t e ~  Three: Interaction with Princi~als 

Each principal identified by Mr. Dean was given the KAMI, before being asked to 

ident* their most intuitive and Ieast-intuitive teacher on stafE MaleKemaie was not 

speciiïed. Six of the principals were told that the teachers they selected would be 

informeci, following completion of the test, as to the dominant style predicted: intuitive as 

a dominant mode or as having a different dominant mode. The test was administered tint. 

to prevent bias as the principals responded to the interview questions. Otherwise, the 

questions on the test may have caused thern to interpret intuitiveness differently. The 

cesuits of the test were cornpared with Mr. Dean's original assessrnent of the relative 

intuitivehori-intuitive thinking styles of the principds identified. The p ~ c i p d s  were 

then told the purpose of the study, to have principals identify and describe intuitive 

teachen. The researcher did not provide a d e f ~ t i o n  of '5ntuitive." Their descriptions iüe 

compared to the atmbutes outlined in Chapter Three. 

Step - Four: Identification of htuitivdnon-intuitive thinking. stvies in teachers 

The 16 teachers identified by principals were invited to participate in the snidy by 

taking the KAMI test. Four teachers were told that their principal identified them to be 

suitabIe candidates for this study, described as examining the ways in which educators 

access informatioa when thinkllig and solving probIems. TweIve of the sixteen subjects 

were told that upon completion ofthe test, the manner in which they were seiected by the 

principai wouId be disciosed to thern. 



For their interest and idormation, the test was M y  explained and the results shared 

with the teachers. The researcher used o d y  the summary of the results. The test was 

administered in a private setting, at the school. Participants were assured that their names 

wodd aot be used in the study; individual results wouid be confidentid and not shared 

with the principal or readers of the study and the participants reserved the ri& to 

withdraw fiom the study at any time (see consent letter, Appendices D & E). 

Upon completion of the ten-minute test, the participants were told that the study 

was examining ways in which principals characterize and ident3 teachers with intuition 

as their dominant thinking style. It was explained that the KAMI identifies dominant 

thinking styles in three modes. There is no mode which is preferabk to any other, since 

each has its positive and negative attntbutes, as outlined in the KAMI, and everyone has 

some combination of styles in varying degrees. Tweive subjects were told that the 

principal identified them as having either an innii-tive (noetic) dominant style or another 

dominant style (rationai/ernpiricai), and so were able to compare their results with the 

principals' predictions. The first four teachers were not told this (see: Limitations of the 

Study) . 

The debriehg was conducted so that the original deception, necessary to avoid 

possible idluence during the testing, was aileviated. The teacher was always given the 

opportunity to withdraw Grom the study foiIowing the debrÏefing, without prejudice. No 

participant indicated a desire to withdraw. Participants were generaily very eager to take 

the test and learn more about their thhkhg styles. Ody one teacher initiaily was 

reluctant, as she wondered how her principai had selected her for the test Men provided 



with M e r  details as to the theory behind the test, she was pleased to participate and 

discuss her thinking style. 

An incident with one teacher who had been identined as intuitive by her principal 

reveais how intuitiveness can be interpreted positiveiy or negatively, dependent upon the 

individual. The teacher was very interested in the study and willingly completed the test. 

However, when we reviewed her results, she expressed dismay that the principal had not 

identified her "correctly," and was somewhat insulted at being thought ofas "intuitive:" 

she believed that he should have known fier better. It is interesting to note that both she 

and the principal, both of whom had been identified as intuitive, came out with the same 

style, which was empincal. When idiormed that most of the principals had not been able 

to guess the teachers' thinking styles. the tension seemed to be relieved. in this case. the 

teacher saw the term as pejorative, suggesting she was disoqanized and overly sensitive. 

whereas her principal identified her as intuitive in a positive sense, following his 

description of the intuitive teacher. He was very surpnsed by her reaction, and spent time 

d e v i a h g  her concems afterward. This incident supported the importance of idbrming 

teaches as to how they were identified by their principals, and fuily explaining the 

purpose of the test. 

S t e ~  Five: Anaiysis of Resuits 

Based upon the results, conclusions were drawn as to whether the princEpais were 

accurate in their identification of teachers possessing an intuitive thinkiog style, according 

to the assessrnent tod. The intent was to compare the knowiedge accessing modes of the 

administrators with their success rate in determining the intuitive styles of teachers, to 

answer the foiIowing questions: 



r Do principals' description of an intuitive teacher match the description summarized 

ikom the fiterature? 

Do principals' perceptions of the intuitive teacher refiect the "actual" thinking styles 

of teachers identifïed? 

1s there a difference in the ability of principals to idenm intuitive/non-intuitive 

teachers (according to the KAMI resuits), depending on their own knowledge 

accessing style (intuitive/non-intuitive)? 

The study was conducted during the months of Febniary and March, 1999. with 

teachers and principals in the Calgary Board of Education. 

Limitations of the Study 

While the KAMI is a well-validated instrument, it is none the less quite simple. and 

does not pretend to fully reflect the complexities of individuals. Also, because the test 

was administered quite uifomaily, with a deliberate iack of background information 

provided to participants initidly, teachers uivolved may not have completed it honestly or 

seriously. Teachers may have been reluctant to participate, since people in general tend to 

be reticent about "personality" tests, and in this case they may be even more so inclined. 

since their principal, who is responsibIe for their performance evaiuation, is involved. 

Trust may have been an issue with the principals invoIved in the study. 1 did not 

know the principals weH, which was intentionai on my part, but may have caused some 

hesitation in participating M y  in the study or influenced their choice of teachen seiected 

to partÏcÎpate. 

Ideaiiy, the inteMews wodd have taken pIace in a reIaxed setting, away fiorn the 

schooI, and not during the work day. This was impossible to m g e  for this study, and 



therefore the conditions of  the i n t e ~ e w s  were not consistent and somethes not ideal. At 

thes,  the priacipals were intemrpted, or they stniggled to fit the interview into their busy 

daily schedtdes. This may have impacted the detail they were able to provide durhg the 

discussions, 

Another disadvantage was the principals' knowledge of the teachers identifÏed. 

N a d y ,  dI teachers would not be known to the same extent by each principal. It rnay be 

that other factors, such as the Iength of t h e  of professional association or involvement in 

the schoo 1, are more kely to cause a principal to identify a teacher as more or Iess 

intuitively inclined. For example, Mr. Dean did not feel completely conîident in his 

choice of the secondary principals, since he didn't know them as well. given that most of 

his years as a superintendent he was responsibie for elementary schools. 

The open-ended format of the interviews resdts in a possible limitation. in that the 

individual ways of respondulg to the descriptors had to be Uiterpreted to "fit" the 

descriptions in the literature review. For example, when a ptincipd said that the intuitive 

teacher "weaves the curriculum into a beautifui tapestry," this description was digned 

with "hohic planning" (See AppendüL J for a sample of a taped interview). 

Another possible Limitation is that the fïrst four teachers who participated in the 

study were not told how they had been selected foiIowing the testing. (See Appendix E) 

As a r e d t  of direction fiom the Accountability Officer of the Calgary Board of 

Education, Dr. Smdra Sangster, the last twdve teachers tested were informed of the basis 

upon whic6 they were selected by their principal (in~tive/rationd-empirica1)- Dr. 

Sangster felt that thÎs was an important consideration, since principals are in a posaion to 

evaiuate teachers (See Appendix F). This rnay have had au impact on the principals' 



selections of teachers, since they were then also told that the teachers wottid be informed 

as to how they were idenained. Their choice of Uidividuds may have been influenced by 

thek assessrnent of teachen' willingness or h b i f i t y  to participate in the study, as much 

as by their judgement of  intuitivelrational-empirical. 

Another Limitation is certauily the number of participants in the study. Because of 

the smaiI sample, conclusions cannot be generaiized to the wider population. The study is 

descriptive, intended to provide insight into the ways in which the principals involved 

descriie intuitive teachers, and their ability to then identiQ teachers who actually operate 

fiom a noetic, or intuitive. perspective in accessing knowledge and making decisions. 



CHAPTER FIVE 

Report on Results 

The study began with the identification of intuitive and non-intuitive principals 

based on the supe~tendent's perceptions. The principals identined were then tested 

using the KAMI? to detennine if the superintendent was able to identify intuitive 

p~c ipa l s ,  j u s  as principals were asked to identim intuitive teachers. I dso wruited to 

discover whether the principals' thinking style positively or negatively affected the 

accuracy of their prediction of the thùiking styles of their staff mernbers-to see whether 

"intuitiveness" of the principal made any difference in their accuracy rate. Principals were 

asked to describe the intuitive teacher, then identi@ the teacher most likely to possess an 

intuitive thinkllig style, and the teacher least likely to be intuitive. The principals' 

descriptions were interpreted for consistency among themselves and with the original 

description deveioped fiom the literature. The kl.bfI scores of both the principds and the 

teachers were compared with the predictioas as well as with Rancourt's findings to 

explore the similarities and differences between the results of his large, random sample 

midies and this srnd, targeted sample. The resdts force us to re-examine how the 

intuitive thinking style is defïned in the KAMI, Ï n  educational settings and in the 

Iiterature, 

Superintendent's Identification of uituitive/Non-Intuitive Princi~ais 

Accorduig to the KAMI results, the stipe~tendent correctiy identified haif the 

cases, but only one intuitive principal. Three non-intuitive principals were idenùned 

correctiy. One principal IabeiIed as non-intuitive was in fact intuitive. Ody one fourth of 

principals tested had an intuitive thinknig style (Z8). Both "intuitives" were fernale, but 



ody one had been selected as intuitive. The principals' actuai scores are shown in Figure 

3. These can then be compared with the superintendent's predictions (see Figure 4). 
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PRINCIPALS KAMI RESULTS 

SubJect Subject Subject Subject Subject Subject Subject SubJect 
t 2 3 4 S 6 7 8 

1. Noetic .~m&ical O Rational 1 

Figure 3 .  ResuIts of Principals' KAMI tests. 
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Figure 4. Cornparison of Superintendents' Predictions with Actual KAMI Results. 
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As illustrated in Figure 3, the dominant style was relatively high in aU cases, Four 

of the principals do show the intuitive style as their second preference, but it is either 

1 

much weaker, or bdanced with the rationai. The KAMI manuaL states that if there is Less 

thau a five-point spread between the fïrst and second mode, the individuai wili exhibit 

SUBJECT 1 - Elernentary Female 

SüBfiCT 7 - Secondary FemaIe 

SUBJECT 2 - Elernentary MaIe 
SUBJECT 5 - Secondary Female 
SUBJECT 6 - Secondary Male 

SUBJECT 3 - Elernentary Female 
SUBJECT 4 - Elementary Male 
SUBJECT 8 - Secondary MaIe 



more fiexkg behaviour uito the second mode. It is evident that the empiricaYrationai 

modes are strong in the majority of subjects, and the spread between tint and second 

mode is wide for dl principals except Subject 8, who is dominantiy empiricai/rational. 

HaE had the empincal mode as their dominant style. Ody  two principals were intuitive in 

their rhinking style, both fernale. Since there were no intuitive males, this might mean that 

femdes are indeed more iikely to be intuitive than males. However the sample is too 

small to draw such a conclusion, and, of the four femaies, two were not intuitive. 

Rancourt's studies show that the intuitive thinking style is the least cornmon in 

administraton, at least at the elementary level, as shown in Figure 5: 

Epistemic Orientations of Elementary School Principals, 
By Percent 

Figure 5. Epistemic Orientations of Principals, by percent, tiom Rancourt, R. (1998). 
Table 4, Means, Standard Deviations and Epistemic Orientations of KAMI Educationd 
Practitioners, Ottawa, Ontario: Impact- 

In this random sample, the majority of the administrators were not intuitive in their 

dominant thinking style- The redts  of the very s m d ,  targeted sarnple m this study were 

surprisingiy SimiIar, as shown by percent in Figure 6. 



Principals' KAMI Resulfs, By Percent 

-- 1 . Noetic . Empincll ORational 1 

Figure 6. KAMI Resuits of PrincipaIs Tested, By Percent. 

Aimost the same percentage of administrators was intuitive and non-intuitive in both this 

study and the studies by Rancourt. The majority in both cases was empiricai. Therefore 

the resuits would have been no different had the study simply used a random smple of 

administrators, rather than a targeted sarnple based on the superintendent's prediction of 

their thinking styles. One might expect, given his long-term famiIiarity with the schod 

board, that Mr. Dean couid select four "intuitive" principals fiom over two hundred. 

indeed he was very confident in his choices in this category, and his detailed descriptions 

of the intuitive teacher were very close to the characteristics based on the hterature 

review. Yet ody one principal of the four predicted to be intuitive was intuitive Ïn  

thinking style. His choices in the category of empiricallrationai were more accurate, but 

then the three other principals were dso empincaUrationai. Since empùicai is the most 



common ttiinking styles mong p ~ c i p a i s ,  according to Rancourt's results (Figure 9, the 

probability that those identified as non-intuitive was much greater. 

The resuits indicate that whiIe Dean has a very clear personai defnition of intuitive 

teachers, he was unable to idente those who actually rely on intuition in their thinking 

and decision-making. In fact, a closer examination of his descriptions reveaied that the 

ody references to thinking are the ability to ''thi.uk on their feet" and the inability to 

explain what they know. The principals he selected as intuitive did not have the noetic 

thinkùig style as their preferred mode, but in his description of intuitive teachea. Dean's 

major emphasis was on strengths in relationship building and creativity. Both these 

qualities are also tisted in the KAMI descriptors. The administraton identified as intuitive 

probably do demonstrate these traits. Dean's choice of them as intuitive may have been 

based on his own relationship with them. He rnay simply "know" them better. and 

therefore be more aware of their peaonaiity traits that he associates with intuitiveness. 

Another possibility is that the principds identified as intuitive are extroverts. and 

therefore seem more adept at establishg relationships or expressing creative ideas. 

Again, affective traits Iike "extroverted" are indeed part of the KAMI descripton for 

noetic individuais. However, as the resdts of the test show, they may or may not be 

intuitive in thinking style. If Mt. Dean is accitrate in his assesment of the principals he 

identXed as strong in relationship-building, which is an 'TJ" trait, and yet they were not 

intuitive in uùnking style, what does this si- about the test? Are distinct personality 

traits and behaviours associated with the intuitive style a reflection of a person's way of 

thinking? 



As wiU be seen in the interviews, the principals' descriptions of  the intuitive teacher 

closely match those of the superintendent. Their subsequent predictions of teachers with 

an intuitive thinking style also results in a simiiar questionhg of the meaning of the 

redis- 

interviews with the P M C ~ D ~ S  

The characteristics of intuitive teachers most fiequently mentioned by the principals 

are illustrated in Figure 7. The discussion of the interviews will provide details of the 

principals' descriptions in each of the categories of the teacher's role as deked by the 

interview. and compare their responses to the tist tiom the literanice outlined in Chapter 

Three. 

Primary Characteristks of Intuitive Teachers 
Per Principals' Interviews 

Figure 7. Primary Characteristics of Intuitive Teachers, Sumrnarized From the interviews. 

The intemiews were rich in detaii and therefore a certain amount of interpretation 

was required in searching for alignment between principals' responses and the iiterature. 



In some cases, the tems used by principals were exactiy the same as the characteristics I 

was tistening for, but usually it was necessary to "read into" responses to tùid the 

pardels. For example, "bmad parameters" would be aligned with "holistic;" "Choose the 

strategies that meet the needs of the children, providllig for a wide range of skills, choice. 

leamuig styles, a place where kids codd design somethuig on their own" wouid be linked 

to "broad concepts and approaches; lacks stnrctured, sequenced approach" under teachhg 

skills. This process was not diflicdt, but it codd be argued that the responses codd be 

ïnterpreted differentiy (See Appendix 1 for a sample of i n t e ~ e w  responses). 

My intent in the open-ended inte~iew style was to avoid leading the responses in 

any direction. The task for the principals was not easy: they were asked to describe the 

characteristics of an intuitive teacher "on the spot." It is nirprising then that so many 

common themes ernerged. hother  unexpected resuft was that the principals did not 

mention weaknesses in the styie. Because the description based on the litemnire review 

did include weaknesses, for the sake of cornparison 1 added the direct question: "What 

wouid be the weaknesses in the thinking style of an intuitive teacher? What might be their 

AchfiIe's heel?" The answers to this question have been incorporated into the appropriate 

categones below. 

Pteparation, - Piannin~ and Oraanization 

According to the fiterature, the traits listed below would characterke intuitive 

teachers in the pIanning phase. These were the traits that 1 was listening for in the 

interviews. The chart indicates the number of times there was agreement between the 

description in the Literature and the principds' descriptions, as I interpreted hem: 



Incikators of intuitiveness in teachers 

1 Reauires solitude 10 

Centered in the present 1 3  
i 

Plans holisticaiiy 7 

There was general conseasus that intuitive teachers tend to plan in a holistic 

marner, relying on feedback from the students to adjust their lesson plans. Three 

principals spoke of the teachers' sensitivity to eues in the environment and kom the 

students in order to act responsively. These principals used the termflow to describe the 

Bexibility of the on-going planning process. if these responses are interpreted to rnean an 

ability to recognize patterns and a deep comection with the intenelationships of the 

students, the curriculum and the community, this could be seen as intuitive, according to 

the conceptual dennition in this study. 

Five principals stated that these teachers would start their pIanning by Leamhg who 

the students are before strucRiring activities, in order to best meet snidents' needs. Four 

subjects stated the importance that intuitive teachen wodd attach to engaghg students in 

the pIanning process, through questionhg and explorhg thoughts and feelings as  a group. 

Creativity and innovation were aiso noted in the planning phase. Engaging students in 

planning, knowing the students and adjusting Lessons to meet their needs are recognked 

as essentid practises for effective teaching to ensure student Ieaming (Quality Learninq 

Document, 1998). Therefore these wouid not be expected behavioun of ody "intuitive" 

teachers. One principal stated that intuitive teachers are quite practicai, which wouid no t 

Careless of detdlacks routine structures 3 I 



nonnaily be a characteristic associated with intuitiveness, but which Nodding and Shore 

(1984) might find acceptable. 

When asked to identfi weaknesses in this style, five principals referred back to 

planning, stating that these teachers may become caught up in the big pictue, moving in 

such tangentid ways that they lose focus and lack an organized plan for meeting 

mandated curriculum objectives withùi a given tirne-hne. This stereotypical 

characteristic was to be found in Rancourt's ( 1988) descriptions of noetic teachen. in 

contrast, Subject Five insisted that intuitive teachers make good plans, based on their 

sense of situations. She stated that intuition is sometirnes confused ~ 6 t h  "ninning by the 

seat of one's pants." which she believes is unjustitied. and that this is why it is seen in a 

negative Iight. 

The need for solitude and personal space to cultivate sel'awareness was never 

brought forward in any of the conversations. yet according to the iiterature- these are 

crucial requirements for accessing intuition. Like Jim Dean, pnncipds focused on 

relationship-building and saw intuitive teachers as outgoing, ûiendIy, and effective team 

plannea. Wouid "fiiendliness" be a ûait of only intuitive teachers? Could some teachers 

whose thinking style is intuitive actudy be "udiiendiy" or at Ieast "introverted"? in this 

section the focus is on personality traits, rather than on the ways in which teachee make 

decisions in their work. 



Teaching Skiils and Strategies 

Grounded in personal experience 10 
i 

indicators of intuitiveness in teachers # of times stated 

Values personalized, visual leaming 3 

C reativity, innovation 

Doesn't provide bands-on, triai and error 1 O 

5 

Broad concepts and approaches 2 

It was remarkable that the importance of visual stimuli was noted by three subjects. 

Lacks structured, sequenced approach 

as this is mentioned in the literature but is aot a trait which might commonly be linked to 

3 

intuition. Creativity and innovation were emphasized here. Three principals aiso spoke of 

the Links to personai experience and teaching. Again, a flexible style with a wide range of 

choices, and mering expectations according to rates of leaming of individuaI students 

were seen as significant traits of intuitive teachers. Once more, these are described as 

knowledge, skills and attributes related to Permanent Certification of the Teaching 

Quaiity Standard: 

Teachers know there are many approaches to teaching and Ieaming. 
Teachers appreciate individuai differences and believe al1 students can 
leam, aibeit at different rates and in different ways. They recognize 
-dents' metent learning styles and the different ways they leam, and 
accommodate these Werences in individuais and groups of students 
including students with speciai leamhg needs. Teachers understand the 
ffuidity of teaching and leaming. They constantiy monitor the effectiveness 
and appropriateness of their practices and students' activities, and change 
them as needed. 

(Alberta SchooI Act, Ministend Order #O 16/97? 3, d) 

Perhaps what the administrators mean by "intuitive" in this context is that these 

skilIs do not have to be acquired by intuitive teachers, but are a "namai" part of their 



personai style. Again, Like Jim Dean, one principal stated that their skiiis are natural for 

these teachers, and are inborn, not Ieamed: "They have an innate ability to see ahead, to 

anticipate, to question, to work with the resources that are there and the teachable 

moment," However, most of the authors referenced in the iiterature review believed that 

intuitive ability can be learned as a thinking skill, like rationai reasoning. De Becker 

(1997) argues that pattern recognition happens constantly in our subconscious mind, and 

that, with practise and attention, it can be accessed and acted upon. It is ody because 

listening to intuition is not vdued in our society that we don? rely on it more 

consistently. If teaching practice is to be irnproved, one wouid expect that the skill to 

work with the "teachable moment" could be acquired by ail teachers. given pnctise and 

on-gohg support. 

Most principals were not specific in the types of teaching strategies used by 

intuitive teachers. TWO stated that they wodd consmict knowledge with the students as 

they went aiong, through peer teaching, questioning, and active involvement. This could 

be paraiIeled wîth personalized leanùng. In fact, consmiction of knowledge demands trial 

and error and hands-on leamuig, which according to Rancourt's description of the NRE 

style (KAMI Manual, 1988, p. 12) is not consistent with a dominantIy intuitive teaching 

styIe. Rancourt doesn't explain why, but it rnay be that an intuitive thinker tends to listen 

and observe, then make "mental Ieaps" to fonn a picture of the "whole," without 

experimentation aiong the way. However, hands-on Iearning is an important aspect of ail 

mandated cufficuia and wodd be seen as essential by administrators. Thus they might 

beiieve that an "intuÏtivel'teacher wouid naturaiiy use manipulatives in the leaming 

process. The admlliistrator may even beIieve that a trial and enor "discovery" approach is 



typicai of the intuitive style, which, according to the literatureT is not so. Browning, 

Kukelé, Coleridge, Howe, McLintock, Mozart and others referenced in the literature 

review claimed that their images came to them Wy-forrned, in an intuitive "flash." 

Communication Stvfe 

Indicators of intuitiveness in teachers 

hprecise in expression 

# of times stated 

1 

Appeds to emotions 

1 Mav be too Ienient or inconsistent 16 1 

3 

Lots of discussion - "why" vs. "how" ?s 

As noted eariier, oniy two principais refened to the capacity of intuitive teachen to 

Listen well, and neither is an intuitive thinker, according to their KAMI results. Like Jim 

Dean, three individuals stressed the importance of appeaiing to emotions in their 

communication, especidy through humour, honea praise and empathy. An open 

communication style was seen as a strength by ail. Since effective communication is so 

essentid to teaching, one questions whether o d y  intuitive teachers are capable of it. 

Simiiar to the literature, one principal commented that discussions centered on "why" 

questions wodd be ongoing Ïn the classroom. Again, since the clrrricdum demaods the 

development of higher order thinkuig skills based on BIoom7s taxonomy, it wouid be an 

expectation that such discussions shouId occur in every classroom. 

Leniency and Ïnconsistency were brought forward when weaknesses were 

mentioned. Six of the eight principais beiieved the intuitive teacher might have noubie 

with discipline. They stated that intuitive teachers fÏnd it hard to draw the iine and make 

I 



the "bottom-Iine" decisions, because they concentrate on feelings and relationships. One 

of the two intuitive principals, Subject One, explained it this way: 

Drawing that final line is reaiiy hard, discipline is hard. They aiways see 
hope. It's hard to Say, Wow you're suspended." They aiways see the good 
side of any child, they have trouble saying, "The buck stops here." 1 don? 
think thatys bad it's very hopeful for children, but it's tough to draw the Iine 
sometimes. Aiso very sensitive, very sensitive to kids. They reaiize how 
important building relationships is and so sometimes the relationship cm 
rnuddy the waters about making a reaily hard decision about where to go. 
what to do. 

It is interesting that this Ieniency was seen as a "forgivable" weakness by the six 

principals who mentioned it. 

One of the rationdempiricai principals however. Cramed this in terms of 

Uiconsistency, in that when faced with a number of different demands at once. intuitive 

teachers tend to become caught up in situations and are unable to remah objective. Given 

the emotionally-charged stresses of dealhg with -dents and parents, do oniy intuitive 

teachers have difli~culty remaining objective? 

Management 

indicators of intuitiveness in teachers 

S tudent-centered 

# of times stated 

5 

Lacks anaiysis 

Subject One desmied the preventatïve management style as  "uno bmisive:" 

2 

Frequent interactions, verbahon-verbal 

They can do more than one thing at a tirne. Their eyes are constaody roving 
around the cIassroom, they're internalinng whatys gohg on and they're abIe 
to talk about what's going on whüe they're talkmg about what they're 
teaching. They're constandy notichg interactions among people, they're 

2 



able to react spontaneously without causing great havoc to the lesson or 
stopping the train of thought. They're just always thinking about something 
that wilI be non-intrusive, so they can go over and tap a student on the 
shouider or give someone a look, while they they're tallung and doing the 
Iesson and everything, so everythuig flows, and 1 h d  that the intuitive types 
are very caim, it takes a lot to rattie them. They're able to put everythhg 
together in a wondemil, beautiful tapestry and it seems effodess, but they 
just have so many skills going for thern at one time. 

From the text it is not clear whether these skills are innate or learned. but the suggestion 

is made that it is naturd for them. One of the "rationai" principals cailed this style 

This is where the artistry cornes fotward. Intuition is wrongly understood as 
disorganized, as anything goes. They wouId orchestrate within broad 
parameters, dlowhg children's voices to corne forward but within these 
parameters, so that there are some gui*delines within which children c m  
move back and forth. They are pedagogicaiiy thoughtful, through the 
curriculum and the chiIdren7s voice at the same time. They hterpret the 
children's voices within the h e w o r k  of the curricuIum. 

Again, classroom management skills such as use of proximity, low-key responses and 

organization are effective strategies, which wodd not be the exclusive purview of 

intuitive teachers. Ail principals but one stated that these teachers would have clear 

expectations and provide a lot of on-going feedback, both verbal and non-verbal, to keep 

the students on track. Setting clear expectations and providing relevant feedback are also 

standards qtdity teaching (Ouaiitv Leatning Document, 1998), and therefore are not 

behaviours that must necessarily be associated with an intuitive thinking style. 

While the literature didn't refer to a tendency to be disorganized, Rancourt's (1988) 

description of the NER style does. OnIy two p ~ c i p a i s  stated, as did Jim Dean, that their 

cIassroom may be coosidered messy, and both of these said that management wouId be 

there, but focused on chitdren d e r  than on an organized desk Subject One, an intuitive 



principal, doesn't see herser as disorganized, but thought intuitive teachers might appear 

so: 

Sometimes they're not very, what wouid to me be very organized. They c m  
be very creative. They have lots of stuffgoing on at once, and they know 
where everything is, and they've got it ail together but ifyou iooked at it 
you say it looked a bit scrambied but in the course of the day, the 
materials are there and there's a lot of free choice for the people who are 
using the materials so it actually is very structured even though it doesn't 
look very structured. There's a strong sense of what's available, and how 
I'm to use resources and kids are interacting with each other. It's a very 
positive and open kind of classroom. There's free movement - the kids are 
not tied to their desks. They have a really good sense of what they re there 
for and where they're going. The teacher very much has that, knowing 
exactiy where he or she is going and is able to communicate that in a very 
fiee and open way. 

This principal seems to suggest that the teacher maintains a structured but flexible 

environment. The other intuitive principal saw intuitive teachen differentiy, as messy, 

with vague expectations such as "everyone should just do their best" and inconsistent in 

task completion. Both administrators have an intuitive ihinking style. which may 

commody be seen as a disorganized style, yet both value organization highiy. Two of the 

principais who scored as empincal in thek dominant thinking *Le beIieved the 

management style may not m e r  nom that of other teachers. These principals may be 

recognizing the difficuity of distinguishing intuitive teachers fkom empincai/rational 

teachers based on their observable behaviour. 



l hdicators of intuitiveness in teachers i 
Enjoys working with others 1 8  

I 

1 Overly high expectations 14 1 
1 

Sees whole ciass O 

A11 eight principals and the superintendent stated that intuitive teachers enjoy 

working with others. Five principals said that intuitive tesichers love teachuig and love 

children: "They create a warm secure environment. The children love taiking to hem and 

they love talking to the children." "The climate is cornfortable, engaging and incIusive." 

"This is the teacher who constantiy has kids hanging around after class." "Kids look 

forward to going to that ciass. They want to be there on the.  and they bring good 

questions with them." F o d g  a sense of cIassroom community based on significant 

questions was noted twice. "Generative curriculum" is viewed very positiveiy in the 

Caigary Board of Education, and many schooIs base theu pIanning entire- on this 

phiIosophy. Therefore many teachers may be using this approach, which on the nirface 

may seem to be intuitive. 

Two principals referred to the teacher's ability to persuade through personal 

charisma and humour. creating a climate where the students want to work with the 

teacher and peers in positive ways. CouId a persondity trait mch as "sense of humour" be 

associated ody with an intuitive ttiinking style? 

impatient 4 



No one stated that these teachers may aot attend adequately to individuai needs, but 

instead work with the class as a whole, as Rancolnt suggests in his List of traits for the 

NRE style (KAMI Manuai, p. 12,1988). One principal however did Say that they may 

become too engrossed with thek own class to become adequately involvcd in the goals of 

the whole school community, and this was seen as negative. 

Accorduig to Rancourt's (1988) description, noetic teachers are good motivaton, 

with high expectations of themselves and others. However, this same trait is described in 

the RNE style (W Manuai, p. 16). These characteristics were rekrred to by four of 

the principals, as well as the tendency to be overly hard on themselves. 

Professionai Ouaiities and Initiative 

hdicators of intuitiveness in teachers I # OPtimes rrared l 
1 hterested in trends. e n t h ~ ~ a s t i c  17 1 

Highiy motivated to begin new tasks 6 

Seeks new solutions to pro blems 

much the same way: 

7 

May lack foi10 w-through 

* 

L 

Six administrators saw intuitive teachea as energetic. open to new ideas and very 

seif-motivated. They stated that they vdue discussions and inqujr in their relationships 

with other professionals, are highIy committed and "driven" to achieve in anmer to a 

caiiing, in Awakening the h e r  Eye (I984), Noddings and Shore express the need for 

educational carats (love) in the relationship between teacher and students in order to 

deveIop intuÏtion in both. One of the intuitive principais depicted the intuitive teacher in 



They are very self-motivated very creative, are in this for the joy they get, 
and definitely not the pay-cheque. It's more than just the teaching Ïnvolved, 
it's bigger than that, it's the whole mord enterprise. it's having them (the 
students) be the best they can be as citizens, as humau beings. It's about the 
whole child, it's not about "math now." They communicate that they too are 
leamers. They model what they want in their kids, they model: "I'rn not 
perfect, let's l e m  it together." It's such an excihg atmosphere to be where 
those kinds of people are working. 

Another principal pointed out that they really en jo  the success of their students, and want 

to share it with others, as their personal reward in teaching. Again, the question emerges: 

how does "a sense of joy and personai satisfaction" connect to "intuitiveness" in a 

teacher? Could not those with the rationaUempiricai style aiso experience "educational 

Evaluation of S tudent Learning 

[ndicators of inhtitiveness in teac hers # of times stated I 

Observes patterns 7 

Emotionaily-charged planning 

1 May be fnistrated with systems 1 3  1 

3 

Not tune-dependent 

Consistentiy, Ïntuitive teachers were seen as making close observations and using 

2 

many forxns of assessment to gain understanding of students' growth over t h e  and their 

Ievefs of achievement. This could be interpreted as pattern recognition, but is also an 

expectation of teachers as part of the reporthg process. There was consensus on the use 

of anecdotd records, portfolios, projects, cfass participation and on-going diagnostic 

testhg rather than reiïance on standardized, paper and pend tests. Once again, broad- 

based assessment is accepted and expected practice in our schooI district. The anaiysis of 



the individual and emotionai needs of the chiid was brought forward three times, with 

emphasis on the purpose of evaiuation being to stppoa the child's progress. One 

principal felt that it would be easier for intuitive teachers to modq  programs. to design 

individualized progress plans, because they "know" their students, and would dlow for 

personaiization and exceptions. Another stated it this way: 

They would focus on the child, and deviate from the nom to a certain 
degree because of a situation with a child or in the home. They would have a 
very good understandhg of the child and the circumstances that wouid cause 
a child not to master someiliing on a paper or pencil test for instance. The 
teacher would understand, wouid improvise, fmd some other way to 
evaluate. 

Assessrnent of the child as  an individuaf is mandated by the Department of Education. 

and forms the basis of the individudized Program Plan required for students whose 

achievement is tignificantiy below or above grade level expectations. This wouid be an 

expectation of ail teachers: 

Teacbea monitor students' actions on an ongoing basis to determÏne and 
cespond to their leaming needs. They use a variety of diagnostic 
methods ... select and deveIop a variety of classroom assessrnent stntegies 
and Ïnstnrments to mess  the full range of leamhg objectives. They 
differentiate between classroorn and large-scale iastnunents such as 
provincial achievement tests, administer both and use the results for the 
dtimate benefit of students. (Aiberta School Act, Ministerial Order #O I6/V, 
3, i) 

However the suggestion was made by administrators that intuitive teachers base 

evaiuation on personai assessment, and two principals as weii as Jim Dean referred to the 

intuitive teachers' fÏusûation with impersonai systems of evaluation. There is quite 

widespread discontent in our district with the ways in which achievement test scores are 

pubfished and interpreted, so that it may not be nirprising that is mentioned as a 

source offktmtion, but it would not be exclusive to Intuitive teachea. 



When weaknesses were solicited, one of the intuitive principals mentioned that 

intuitive teachers might have diniculty meeting deadines in the reporting cycle. This 

perception hearkens back to the stereotypical notion that intuitive teachers are 

disorganized and somewhat non-conformist. 

Reflection and Seif-Evaluation 

Process through expenence 15 
1 

lndicators of intuitiveness in teachers 

- - 

i May Iack objectivity 5 

# of times stated 

Most principals saw self-evaluation and on-going reflection as defining qualities of 

intuitive teachen. In addition to the qualities listed above, two of the principals added that 

intuitive teachers have a strong belief in themselves and their ability to make changes as 

necessary. Subject 8 stated that they wodd have to process their beliefs through 

experience, because ifdaily practice didn't confirm what they knew at an emotionai Ievel. 

they may have Iow seKesteem. In relation to hi& penonai standards, two principals 

brought up self-esteem: 

These teachea wouid want to cover the curriculum in a way in which they 
were left with a good feeling about it. Did they relate to the student, were 
they motivated and interested? If that did not meet the standard they set for 
themselves they wouid be disappouited, in themselves. 

These principals stated that seff-evaiuation wodd be more important to them than 

feedback fiom others. This could be paraiIeled with the descriptor "IackÏng objectivity." 



The need for intuitive teachers to gather ideas fkom colleagues and published 

authon to ùiform theu intuition was emphasized by ail the principals. [t was evident that 

they believed that intuition could not be relied upon exciusively, that theu "feelings" must 

be brought to the d a c e ,  examined, and articulated very cleariy in terms that others can 

understand: 

In the absence of reflection, the intuitive's abiiity to move fornard wouid be 
diminisheà, because they wouidn't have a language other than? "It feels Like 
this to me" and 1 thllik that in some arenas that language would be found 
wanting, in terrns of its strength and its ability to convince people to move 
forward, so tbis business of being reflective is very important for the 
intuitive, or they run the risk of being marginalized, as people who can't 
talk the "reai talk," but who know in their hearts that this is nght. It's the old 
"cardiac rnethod." Particularly in the social and poiitical climate in which 
we tive today, the cardiac method of assessing or advocating for somethhg 
doesn't work. Seif-reflection will give them strength, and will position them 
then in ways that will d o w  the great strength nom their intuition to be 
brought forward into other amas as opposed to remainùig locaiized. and, 
given the social and political d i e u  in which we work now. almost side- 
hed .  They must be credible in many arenas about what they know about 
chilchen, and children's Iearning and education and how schools move 
forward. 

This principal values intuition, but it seems oniy within the parameters accepted by 

the rationaPempiricai domains! It is obvious that the principals were very clear in their 

perception that the intuitive teacher has a d e f d t e  style based on certain personality traits 

and observable behaviours. Like Mr. Dean, they were confident in their predictions of 

those with an intuitive thinking style. Were they then able to idente  teachers with an 

intuitive thinking style, according to the KAMI redts? 



Principals' Identification of Teachers' Thinking StvIes 

Predictions Compared With KAMI Scores. 

Most principals, iike Mr. Dean, were unable to identify intuitive teachers, as s h o w  

in Figures 8 and 10. Ody three of the eight teachers identified as intuitive, in both the 

elementary and secondary groups, actudy are intuitive in thinkllig style, as illustrated in 

Figures 9 and 1 1. 



Elernentary Teachers' KAMI Results 

Teacher 1 Teacher 2 Teacher 3 Teachsr4 Teacher 5 Teacher 6 Teacher 7 Teacher 8 

Figure 8. KAMI Redts  of Elementary Teachers. 

Teacher 3 ( Femaie), by Subject 2 
Teacher 5 (Femaie), by Subject 3 
Teacher 7 (Male), by Subject 4 

Teacher 2 (Female), by Subject 1 
Teacher 4 (Female), by Subject 2 
Teacher 6 (Fernale), by Subject 3 
Teacher 8 (Female), by Subject 4 

Figure 9. Cornparison of P ~ c i p d s '  Predictions witfi KAMI Redts (EIementary). 



Secondary Teachers' KAMl Results 

ioo - 
90 

Teachetg Teacher 10 Teacher T t  Teacher 12 Teachet t3 Teacher $4 Teacher 15 Teacher 26 

Figure 10. KAMI Results of Secondary Teachers. 

KAMI RESULTS 
INTUITlVE NON-INTUITIVE I 

Teacher I I (Femaie), by Subject 6 
Teacher I5 (Fernale), by Subject 8 

Teacher 9 (~ernae), by ~ u b j e G  
Teacher 13 (Male), by Subject 7 

Teacher 10 (Maie), by Subject 5 
Teacher 12 (Maie), by Subject 6 
Teacher 14 (Fernale), by Subject 7 
Teacher 1 6 (Maie), by Subject 8 

Figinel 1. Cornparison of Principals' Predictions with KAMI Results (Secondary). 



From these results, it can be seen that four teachea Ïncorrectiy identified as 

intuitive have noetic as their secondary mode, as shown in Figure 12, which is perhaps 

what the administrators were able to identify. 

Teachem tdentified As Intuitive With 
Noetic Secondary Mode 

Teacher 3 Teacher 7 Teacher 9 Teacher 13 

Figure 12. Teachen with Noetic Secondary Mode, Identified by Principals as intuitive. 

However, two teachers identified as non-intuitive aiso have noetic as their 

secondary preference, Subject 6 and Subject 14. There is the possibility that any positive 

r ed t s  were just "lucky guesses," but principals were accurate in identifjkg the 

rationaVempincai teachers, just as Jim Dean was very close in his identification of non- 

intuitive principals, with oniy one exception. it may be easier to identiQ non-intuitive 

styles, either empincaI or rational, than the intuitive. It seems that because the non- 

intuitive style is more common, the probability of correctiy guessing an intuitive style is 

lower. Yet the prinnpais were very assured in their choices of intuitive teachers. Were 

factors other than thinking styIe influencing their perceptions? 



Possible Reasons for Principals' Selection of Intuitive Teachers 

If the teachers identified as intuitive are what caused the principals to place 

them in this category? 

Gender 

At the school level, gender was not specified as a criteria, since elementary schools 

often do not bave many male teachers. Even without s p e c w g  maie or h a l e  to the 

principals, of the eight teachers identified as intuitive, six were femaie. This may have 

been a resuit of the popdar beiief that females are more inttitive than males or sirnply 

because the majority of teachers are fernale. indeed, Rancourt's resdts, at least at the 

elementary level, wouid seem to c o n h n  this. He reports that the majority of elementary 

fimale teachers are intuitive (53%), and noetic is the second most common thuiking style 

of elementary males (3 8%) (see Figure 13). 

Epistemic Orientations (KAMI) of Educational Practitioners 
(Elementary), By Percent 

Elementary (1) Elmentary (Il) Elem. (Males) Etem. Intermediate 
(Fernales) s 

Figure 1 3. Epistemic Orientations of Educationai Practitioners (Elementary), by Percent, 
Frorn: Rancourt, R (1998). E~istemic Orientations 0 of Educationai Practihoners, 
Ottawa, Ontario: Impact. 



This is not borne out by this study, since of al1 eight elementary teachers tested, seven 

were female and ody one scored as noetic. The other two intuitive teachers taught 

secondary school. These red t s  wodd support Goldberg's (1983) contention that femaies 

are not more intuitive thnn mdes. 

However, there were no intuitive males in either the teacher or principal category. 

according to the KAMI results, but the sample is too midl to make any generalizations. 

AU four of the males in the study identified as intuitive did have noetic secondmy modes, 

however. Perhaps the environment elicits aspects of their behaviour consistent with the 

intuitive thinking style, according to the KAMI, even though they access the 

empiricdrationai modes when thinking. 

Four of the eight female teachers in the empincaVrationd category have a noetic 

fkx style. Goldberg also maintains that intuitive thinking can be Iearned. Perhaps 

working with students causes some teachers to demonstrate behaviours that are then 

perceived as intuitive by their administrators. However. only two of the four were 

identitied as intuitive. Why were the other two seen as intuitive? For example, one of 

the secondary femaie principals, Subject 5, was identified as intuitive but is highiy 

rationai/empiricai. Why are some individuais identified as intuitive when they are not, 

and vice-versa? 

It may in fact be that the behaviourai characteristics that the administrators are 

identifjhg are consistent with the KAMI'S discriminaton for personality traits and 

behaviourai characteristics This may be the case regardess of gender. Or are other 

inauences at work? 



"Like Me" 

One of the most startling results is that ail four elementary principals identified as 

"moa intuitive" teachers whose thinking styles were amazingly similar to their own, as 

ihstrated in Figure 14: 

"tike Me" Phenornenon? 

4's "intuitive" 

Subject4 

3's "intuitive" 

Subject 3 

2's "fntuitive" 

m . m I 

Figure 14. "Like Me''? 

As can be seen, the pronles of the principals and the teachers identified as "intuitive" are 

hast identicai. The consktency of these resuits rnakes it unlikeiy that this is mere 

coincidence. How can this be explained? In human resources management theory 

pertaining to the seIection of personnel, it is wefi known that the tendency to k "me 

me" is prevalent: candidates who dÎspIay personaiîty traits and physicai characteristics 



simiIar to those of the recruiter have an advantage. This rnay not be in the best interests of 

the organization, and therefore recruiters are cautioned against foiiowing their "intuition:" 

The reseiuch evidence strongiy demonstrates the supenority of systematic 
combination over intuitive judgment (In systematic combination, ail of the 
information on an appiicant is coded in numericd terms . . . The hiring 
decision is then based purely upon the final score assigned to the appiicant 
as a result of this systematic combination of n d c a i  scores.) Fifty-one 
different studies have compared intuitive judgment to systematic 
combination as methods of making decisions . . . There was not a single 
example of intuitive judgment outperforming systematic combination. 
(Arnold, Fefdman & Hunt, t 992, p. 79) 

Yet it is very difE~uit to counteract this tendency: "The vast majority of selection 

decisions are made by intuitive judgment" (p. 79). 1s a sirnilar effect at work when 

principals i d e n w  and select "intuitive" teachers? Do principals nibconsciously believe 

that individuais who behave and seem to think in ways much like their own are intuitive'? 

If so, do they reaily know what is meant by "intuitivett as a style of thinking? 

When asked to ident0 the teacher who best fit their description of "intuitive" each 

one instantiy provided a name, sometimes several. However, the identification of the 

person within the rationaVempiricai style proved more difficuit. The response was more 

hesitant and guarded. Most ofien the principal wodd have a person immediately in mind. 

then state that this person wodd not participate in the snidy and name a different teacher. 

None of the individuais identined refused to participate, which may indicate that the 

pruicipals were judicious in their choices. 

This strengthens the argument that the principals' perceptions of intuitiveness may 

be based more on certain behaviours or personaiity traits than on thinking styIe. This 

becomes even more obvious in cases where the principal identified as intuitive and non- 



intuitive peopIe with the same kind of thinking styte, according to their KAMI profile. 

This occurred in two cases, and the congruence of the scores of the two teachers is 

startling (see Figure 15): 

KAMI Results Identical - lntuitive/Non-Intuitive 

80 n 

2's "fntuitive" 2's non-intuitive 7's "intuitive" 7's non-intuitive 

Figure 15. KAMI profiles of teachers identifÏed as IntuitiveMon-Intuitive, by the same 
aciministrator, whose KAMI resuits were the same. 

in the case of Subject 2, the teacher identified as intuitive did have a noetic 

secondary mode, but the dominant mode is dennitely rational. h the case of Subject 7, 

the principal stated that both teachen were quite intuitive, but one wouid be more so than 

the other. Their pronIes are surprisingiy sidar, so in that respect she was very accurate. 

Both were dominant in the empincal mode, while the fi ex styie was intuitive. If their 

thinking styIe pronles are so similar though, why is one teacher considered more intuitive 

than another? Are kir  observable behaviours or personabties essentidy very different, 

even though they think the same way? Ifboth Knowledge Accessing Modes profiles are 



the same, do factors other than thinkuig style influence the perception that a teacher is 

intuitive? 1s it possibIe that these p ~ c i p a i s  were accurate in their assessrnent of the 

teachers' styles, and that instead the test fails in its ability to identify intuitivelm- 

intuitive teachers? 

Re-Examination of the KAMI 

In his introduction to the KAMI, Rancowt explains that knowledge is acquired 

through three means: the senses (perceptions); reason (thought) and intuition (insight). He 

goes on to illustrate how each one of these means may take precedence, dependhg on 

heredity and environmental factors, in how we hterpret incoming data and add to our 

knowledge base. The empVicd style uses sensory perception to screen data in objective 

and practicai terms. The rational mode relies on deductive reasoning based on previously 

held beliefs, concepts or prïnciples to determine the nature and quaiity of incoming 

information. The noetic mode screens data through personal, subjective certainty, using 

analogicai, experiential and faterai processes. 

These descriptions wodd be very consistent with thohose found in the Iiterature which 

formed the basis of the conceptuai definition of intuition: a bniolmind function of 

pattern recognition and interpretation of information fiom environmental and 

mternal signais, that aiiows for an "immediate," hoüstic sense of understanding. The 

difncdty arises when the description of how individuais think is associated with 

personality traits and behaviour. For example, affective characteristics such as 

spontaneous, expressive, emotiond, extroverted and impuIsive are listed in the detaiIed 

illustration of the noetic style by Rancourt. The administrators aIso honed in on 

observable behaviours and personafity traits in theu descriptions of the intuitive teacher. 



The inchsion of mch broad, Ioosely-defined personaiity traits and behaviours, which also 

overlap within the styles, causes one to question the descriptions of the affective and 

behaviourai systems in the Knowledge Accessine Modes Inventory. If intuition were a 

way of thinking, why would it be associated more with a "fEendlytt person thao one who 

is "doof," as is suggested in the descriptors? What Ievel of "ûiendliness" or "aioofhess" 

wouid determine the degtee to which a person was intuitive in thinking style? 

Based on the test redts. if the KAMI is accurate in identimg thinking styles, and 

the principals are ais0 accurate in their perceptions, then "niendly, innovative, lenient, 

creative, holistic, subjective, reflectivet' teachen are not intuitive in their preferred 

thinking style, even though these charactenstics f i  under the "noetic" category. 1s it 

appropriate to associate characteristics like these with a particular way of thinking? 

It must be remembered that Rancourt developed the KAMI fiom the more complex 

Psycho-Epistemological Profile of Royce and Mos (1 980) which integrates the cognitive. 

affective and value systems. It is grounded in the theory that these systems act together in 

the functioning of the persondity (Leino, Leino & Lïndstedt 1989, p. 20). For this 

reason, personai characteristics associated with the style are integral to the thinking 

In the theory, the cognitive styles are more generai and deeper in personality 
than abilities which are located in the cognitive system. . . . Styles are 
activated when aitemative possibîiities exin or when the situation is 
suficientiy cornplex that mdtiple modes of response are feasible. 
(Leino et. al., p. 23) 

This wouid suggest that responses to given situations wodd be based on a 

combination of thinking, personality, values and environmentai conditions. How were the 

personaIity traits Listed in association with thuiking styie determined? The KAMI 



questions do not focus exclusively on thinking as such. There are quedons about beiiefs 

and behaviours that wouid then deterazine a personai style, nich as how the person 

chooses clothes, plays sports and responds to cornpetition. ui many cases, it is ciBicuit to 

teil if the question is about thinking, feelings or values, for example: " M a t  type of 

teacher do you admire?" Does the resulthg proNe accurately reflect the Uidividuai's way 

of fhinking? What percentage of the KAMI measures thinking style and how much 

reveals a personality type? 

The results of this study present a clear illustration o f  this dilemma, as shom in 

Figure 16. Four teachers who were ident5ed as intuitive by the principals. following their 

own defhitions, which were consistent with the descriptions in the KAMI, did indeed 

have a noetic secondary mode: 

Teachets Identified As Intuitive - Secondary Mode Intuitive 

Teacher 3 Teacher 7 teacher 9 Teacher 13 

- -- 

Figure 16. Teachers Identined as IiituÏtÏve, Secondary Mode-Intuitive. 



Three of these teachers have the empiricai mode as their dominant style and are ENR. 

Some of the characteristics Iisted in the KAMI description of this style would fit with 

both the qualities 1 was trying to match with the literature in the descriptions of intuitive 

teachers. as well as with the principals' descriptions of intuitive teachers: 

loyal and understsinding 
readily accept affection and reject aggression 
prefer activity-based student learning 
act as curricular organizers and reinforcers rather than information dispensers 
prefer daily q k e s  to formai tests 

a favour individuaiized approaches to learning 
emphasize a democratic environment 

Which of these traits is truly distinct fiom those of the NER or NRE individual? Strong 

relationship-building seems to be part of the ernpincal/noetic style as well, and it would 

be ludicrous to suggest that dominant "rationais" are not interested in building 

relationships. The EUE, REN descriptions do emphasize a strong intellectual rather than 

an emotiond focus, but this may contribute to positive relationships in academic 

settings. The RNE style, for example, is said to be comprised of charming, sensitive 

intellectuals who are great motivators (Rancourt, 1988). This sounds very much Iike the 

intuitive teacher descnbed by the principals. Thus when they identifed their "charming, 

motivating" teachers as intuitive and they tumed out to be rationai, maybe they were 

honïng in on personality traits found in RNE. 

in fact, perso- traits Iike "friendhess," "charismatic" and "charming" used by 

the adrniaistrators and in Rancourt's descriptions of the epistimic orientations seem to 

confound the issue of thinking styles. When Rancourt focuses exclusively on presenting 

the three ways in which knowledge is acqaired the a l imen t  with the conceptual 

definition is clear. Here, the focus is on thinking: empincal, through an inductive (bottom 



up) reasoning process; rational, using a deductive (top-down) reasoning process; noetic, 

via an abductive (analo@cdexperientiaVIaterd) process of reasoning (KAMI Manuai, 

1988, p. 3). However, when personaiity traits and teaching behaviours are cornbined in 

the KAMI as reflections of how a person thinks, the relationships are questionable. 

AU three types of thinkers may arrive at the same conclusion in differerit ways, yet 

their observable behaviour may be the same! As Sirois ( 1997) States, most teachers would 

have a hard tirne explainhg the thinking process behind their pedagogicai decisions. He 

does not suggest that only teachers with a certain personality type are intuitive. but rather 

that al/ teachers act on the basis of intuition to a large degree. Intuition is defmed as 

'pattern recognition and a deep grasp of the Object;" this could hdeed be a thinking 

process accessed by any personaiity type. It would be impossible for observers, or the 

teachers themselves, to tell ho w a solution was fomtdated through eitherland rationai, 

empirical, noetic thought processes. 

Would it not be equaily dBcult to quant@ traits such as "fnendliness" and to 

associate them more with one thinking style than another? in fact, as de Becker (1 997) 

points out, "fnendly" people can sometimes be the most dangerous! The principals 

described intuitive teachea as fitiendy and identified EirendLy teachen as huitive. But 

those they identified as intuitive were not, for the most part, noetic thinken. according to 

the KAMI. Yet ifthey were ENR, the N may represent this personality trait. Or it may 

not What part of the N reflects thinking style and what part represents a behaviour or 

character trait? 1s the KAMI: valid? 

1s it reasonable to associate certain behaviod characteristics and personaiity traits 

to thiddng styles? Are these vaüd Uidicators of how peopIe think? 



Re-consideration of the Characteristics of Intuitive Teachers 

Intuitive thinking was not linked to particdm persodty traits in the work of 

Noddings and Shore (1984), Goldberg (1983). Hendlin (1989), Cappon (1989), De Bono 

(1993), or Samples (1993). Phiiip Goldberg emphasized the "spontaueity and immediacy 

of knowing..liot mediated by a conscious or deliberate rational process," while 

maintaining that intuition is integral to rational thinking: "Because we usually have 

uisuBcient information and too Little t h e  to gather it when we reason, we skip many of 

the intemediary steps required by strict logic and leap to concIusions that ;ire not strictiy 

defensible" (1 983, p. 32-33). 

Noddings and Shore (1984) spoke of strong feelings associated with a quea for 

knowledge. Smith (1 995) and Holyoak and Thagard ( 1995) contend that these feelings are 

produced by pattern recognition. McLintock advised scientists to "set a feeling for the 

organism" (in Webb, t 995, p, 216). Noddings and Shore describe intuition as "a 

nonreflective consciousness," with nich an intense focus on the object that the structure 

of the processes cannot be known @. 27). Others such as HendIin (1989) speak of a state 

of heightened conscious awareness brought on by such means as meditation. while 

MihaIyi Csikszentmihaiyi (L 990) refers to an intense levef of concentration which brings 

on a condition he defined as "flow." Other authors explained that intuition couId aiso be 

activated during "hypnagogia:" the intermediate state between wakeNness and sleep 

(Beaumont, 1989, p. 63). None of these saw intuition as the exclusive purview of one 

peaonaiity type, but rather a s  a thuiking process to be enhanced. 

When Noddings and Shore (1984) describe the conditions necessary for intuition to 

flourÏsh in the classroom, they suggest that aii teachen can and shouid encourage the 



development of this important thùikuig skiI1 through these means. They did not suggest 

that ody "intuitive" teachers wouid be able to teach to enhance intuition. In Chapter 

Three the need for quiet, solitude and seKawareness was extrapolated ftorn conditions 

that favour intuition, as descnied by Hendlin (1989), Noddings and Shore (1984) and 

Gardner (1997). But again, noue of these authoa suggested that one personality type 

wodd be more intuitive than wodd any other. 

Thus the personality and behavioural descriptors which formed the characteristics 

of  intuitive teachers at the conciusion of the Iiterature review came primarily from the 

KAMI profiles for the NRUNER style. The traits based soleIy on thinhg might be 

Limited to the following: 

Preparation, Planning and Organization: pians holisticaily; 

Teaching Skilis and Strategies: grounded in personal experience; broad concepts 

and approaches; lacks strucnued, sequenced approach; doesn't provide hands-on. triai 

and error, 

Communication Style: appeais to emotions; why rather than how questions; 

Management: lacks aaalysis; 

Class CümatelRelationships: sees who te class; 

ProiessionaI Qualities and Initiative: seeks new solutions to problems; 

Evaluation of Student Learning: observes patterns; not time-dependent. 

Could a test be devised which wodd identiQ teachers who think in these ways? 

How wodd skill in obsenring patterns, without "formal" anaIysis, be measured? It may be 

that the KAMI questions corne dose enough to selectÎng for these characteristics that the 

N does ident@ individuais who access and process information in these ways, 



notwithstanding the ambiguity in the behaviourat and affective descriptors. The validation 

reports cited in Chapter Three wouid certainiy suggest that this is so. ifthis is the case, 

and the teachers redy do th& through the dominantly noetic, rationai or empiricai 

indicated by their results, what do the principals' perceptions of intuitive teachers redy 

mean? Why were they genedy so inaccurate? What about those who were "right" based 

on the KAMI? Did their identifications ciiffer in any way fkom the othen? 

Analvsis of Identified Teachers' KAMI Resuits 

The dominant modes according to the KAMI resdts of the teachers participahg 

in the study are shown in Figure 17: 

I Thinking Styles (KAMI) of Teachen Tested 

Figure 17. Dominiuit Modes of Teachers Tested, Based on KAMI Resuits. 

The resufts of this very limited study when compared to those of Richard Rancoun, 

who has sampled himdreds of educators, show that in many instances the percentages in 



each category of thinking style are very sidar, as shown in Figure 13, for Elementary 

teachers and Figure 18 for Secondaq teachers. 

Epistemic Orientations (KAMI) of Educational Practitioners, 
Secondary, By Percent 

Junior WS HIS FTne HIS P.E HIS 
High English A r b  Sciences 

1. Noetic .EmpiricaI a Rational 1 

Figure I 8. Rancourt's ( 19%) Report on Epistemic Orientations of Secondary Educaton 
(By Percent). 

Rancourt focused his studies on cornparhg the epistemic orientations of teachea to their 

subject speciaiization. in some speciaiizations he found the patterns of  thinking styies to 

be skewed in favour of one dominant style, for example in High Schooi English the 

predominant style is noetic. 1 did not ask the subjects taught by the secondary teachers, 

but I was toid by the principai that Teacher #9 is an art teacher who is "highiy intuitive." 

Rancourt's Fine Arts teachers were dorninantiy noetic, but the teacher in thÏs study was 

empiricd. Interestingiy, during our discussion she indicated a strong beiief that she was 

intuitive, 



Because this study was not focused on a particdar subject area, if we Iook at the 

more generic resuits for Intermediate Division (grades 7-10), the percentages match the 

r e d t s  of this snidy (N: 19%; E: 50%; R: 3 1%) almoa exactly: N: 18%; E: 45%; k 36%. 

The proportions closely match those of the elementary school principals Rancourt tested 

as weil: N: 28% E: 42%; R: 28%. French immersion teachea tested by Rancourt had a 

similar distribution: N: 20%; E: 43% R: 36%, and even though the percentages in Junior 

Division were very differenf the distribution was the same, with Empiricai being the 

predominant style (Rancourt, 1998). Again, these hidies were given to a random sample. 

whereas in this snidy the participants were targeted. If the results are so similar to many 

of Rancourt's hdings, wouid they have been any different if the test had been 

admuiistered simply on a randorn basis? The fact that the r e d t s  so closely match 

Rancourt's randorn sarnples, in al1 but the specific subject domains. suggests that the 

selection of teachers based on a prediction of their intuitivdnon-intuitive thinking style 

was no better than guessing or selecting at randorn. The principals believed they were 

i d e n m g  teachers with an intuitive thinking style, and provided detailed descriptions of 

their perception of this paNcuiar style. But in most cases, if the KAMI results are to be 

believed, they were wrong. Were "intuitive" principds more accurate in their predictions? 

Were those who were "correct" simply Iucky, or were their assessments of the intuitive 

teacher somehow different fiom the others? 

Principals whose Identifications were "Correct" 

The intuitive thinking me, as a dominant preference, is very uncornmon in both 

eIementary and secondary teachers in this shidy ( tg%), and therefore the probability of 



"hitting" an intuitive teacher was much lower. AU principals correctfy identifled "non- 

intuitive" teachers, 

Three of the eight principals correctly identified both intuitive and non-intuitive 

teachers. One of the principals whose predictions were accurate is intuitive, while the 

other two are not. The profile of the three principals who were accurate in identifjmg 

both the intuitive and non-intuitive teachers is s h o w  m Figure 19. 

KAMI Results of Principals Correct In Their Ptedictions 

Subject t Subject 6 Subject 8 

Figure 19. KAMI profiles of principals who conectly identified teachers with a dominant 
noetic thinkuig style. 

There is no consistent pattern to be found by cornparhg their styies, except that two were 

empincd. Subject Six has a noetic flex style, but it is cornparatively weak, given the 

spread between the scores, and is close to the rational score, so either may be a secondary 

mode. Interestingiy, the supe~tendent identified this principal as %@y intuitive", but 

he was in fact empiricd, as was Subject 8. Subject 8 had the Iowest N score of all eight 

principds in the study. He was accurate in his predictions for Teachers 15 and 16, and 



was even considered to be very intuitive by the teacher he conectiy identifieci as such! 

Yet the superintendent correctiy identified him as non-intuitive. It is signincant to note 

that his assessrnent of the intuitive teacher was focused on thuiking more than 

persondity, in cornparison with the descriptions of the other p ~ c i p d s :  

These teachers may be open, outping, and emotionai, but not necessarily. 
Their management style may not ciiffer from any other teacher. They wouid 
be energetic, value discussion and inquiry. They may not be patient with 
others who do not have the same skills, or who approach teaching in a 
traditional way and lack spontaneity, even though they may be competent. 
Rigidity and bureaucracy wouid be a real source of hstration for them. 

Subject 8 stated that despite their enjoyment of working with othen. teachers who have a 

high levei of ûust in their intuition and experience may be quite opinionated. or have 

developed a personai style "which they rnay not want to push on anyone else." 

The intuitive principal who was correct in her predictions, Subject I ,  focused 

Iargely on personality traits such as sense of humour and creativity. She described them as 

patient, respecthi and sensitive. These are traits that couid be attributed to any thinking 

style. She was very descriptive in her responses, and they were well-aligned with the 

descriptors in the KAMI manual. Some principals were so articdate and self-assured in 

their responses that 1, iike the superintendent, guessed them to be intuitive during the 

interview. Based on their KAMI resttits, they were not. Subject 7 was very similar in style 

to Subject 1 (NER), as shown in Figure 20, but she was not accurate in her predictions. 



Intuitive Principals, Based on KAMI Resuits 

Figure 20. Cornparison of Intuitive Principals' KAMI Results. 

Subject 7 gave some of the briefest responses of dl. The circumstances may have 

impacted this, as the interview took place in the midde of the school day when she was 

preoccupied with the myriad of dernands on her tirne* She seemed harried and distracted. 

and jokingiy stated even before leaming the test resuits that her intuitive style makes it 

hard to be a principal. Perhaps this is not fa. fiom the truth, since there are in fact few 

principals with the intuitive thinkùig style. It is afso worth noting that this was the oniy 

principal incorrectiy identined as non-intuitive by the supe~tendent. 

The ciifference in the depth of responses in the case of Subject I codd be explauied 

by the fact that the interview was conducted at the end of the day. Aiso, it happened in 

this case that I have a long association with the p ~ c i p a l ,  so she felt relaxed in speaking 

to me, and an?cious to heIp, whereas I had never previously met any of the other principals 

referred to me by the superintendent I ais0 know that she is very skiiied at expressing her 

ideas ordy- 



From this very srnafi sample, it would seem that an intuitive thinking style does not 

necessarily aüow administrators to have an advantage in identifjing teachers with an 

intuitive thinking styie. It is interestùig that the two "rationai" thinkers were the most 

defensive of the vaiidity of "intuition" as a thinking style. The femaie secondary principal 

(Subject 5) was REN. She took great exception to the tem "intuitive" teacher, as she 

thought it could be seen in a negative sense, and she thought the KAMI was biased 

toward the perception of an intuitive thinking style as sienifving "disorgauized." in fact. 

the descriptors in the KAMI do indude traits such as impulsive, permissive and 

unstructureci. She was insistent that the "intuitive teacher" is simply another term for 

"highiy skilled." She was perhaps aware of, but unable to express, the argument that 

penonality traits are not necessarily a reflection of thinking style. 



CHAPTER SIX 

Conclusions and Implications for Further Research 

The majority of administrators referred positively to an innovative, creative and 

flexible teacher as "intuitive." This may be more of a description of an "open" classroom 

structure than of an intuitive teacher. Such classroorns can, and obviously are, designed 

by teachers with any combination of thinking orientations. Five of the eight teachers 

descnbed by their administrators as facilitators of this type of Iearning environment were 

not intuitive in their dominant thinking style, if the KAMI is an accurate indicator. 

Besides creativity. innovation and relationship-building, the trait most principals 

named was ~e~reflection. The word was provided in the guided interview, which may 

have Led the principals to state this. In any case, five of the eight principals stated that 

reflection would be important to the intuitive teacher. There seems to be a strong link 

between how principals perceive a "reflective practitioner" and an "intuitive teacher." 

Elementary p ~ c i p a l  Ross Jaques (Calgary Board of Education, March, 1999), who was 

not interviewed for this study, recentiy expressed this link in two separate teacher 

evahations: 

4 .".......... is a thoughtfid and reflective educator. S he spends tune journaiIing about 

her teaching day and h d s  this an effective tool to help think through the way the 

day went. ...........' s insrincts as an educator are impressive as well. These wo 

factors together resuit in an effective practice and an impressive potentiai." 

4 K....... is a reflective educator who is developing a personai vision of the purpose 

of teaching. As .......... gains more knowledge through both experience and 

professional deveiopment, her practice will gmw and M e r  enhance her ability 



a to articulate the pedagogicai soundness of what is now simpIy part of her naturai 

Schon (1983) expressed the link between intuitive understanding and reflection this 

way : 

When practitioners reflect-in-action, they describe their O wn intuitive 
understandings...It is me, nevertheless, that there is aiways a gap between 
such descriptions and the reaiity to which they refer. When a practitioner 
displays artistry, his intuitive knowing is alway s richer in information than 
any description of i t  Further, the htemd strategy of representation, 
embodied in the practitioner'sfeel for artistic performance, is fkequently 
incongruent with the strategies used to constnict extemai descriptions of 
it..But the gap between artistry and its description need not obstruct 
reflection-in-action..hcompIeteness of description is no irnpediment to 
reflection. On the contrary, anything like a complete description of intuitive 
knowing wodd produce an excess of information ... Re8 ection-in-action 
does not depend on a description of intuitive knowing that is complete or 
tàithful to internai representation. AIthough some descriptions are more 
appropriate to refiection-in-action than othen, descriptions that are not very 
good may be good enough to enable an inquirer to criticize and restructure 
his intuitive understandings so as to produce aew actions that hprove the 
situation or trigger a retiaming of the problem. (pp. 276-277) 

As a result of Schon's work, many techniques such as journal writing, critical dialogue 

and action research have been adopted by educatoa and were mentioned by principals in 

the interviews. Because Schon W e d  these practices to accessing intuition, principals 

may beiïeve that teachen who "reff ect in action" are intuitive, when in fact, anyone codd 

consciously endeavour to hone their teaching skills through refl ection. Their dominant 

thinking style may not be intuitive, but they may begin to recognize patterns, which is a 

characteristic of intuitive thinking that anyone, accordhg to the conceptual dennaion, 

codd possess. We see that the administrators in thÏs study consider intuitive thinking 

"specid," and this is supported by researchers such as Mohlman Sparks-Langer and 

Berstein CoIton (1991) when they quote a teacher's journal: 



I think the most notable change for me was the abiiity to start backing away 
from the need to get an hunediate solution to a problem. Instead, by using 
the probIem soIving/reflective framing format, I reaiiy feel like I'm giving 
the weaith of knowledge I possess about my profession a chance to corne 
more MIy into play ...T here is something magical and very personai in al1 of 
this. Like finaliy finding just the n'ght word for a poem you've worked on 
forages. Teachhg, Wce any other art fom, cornes fiom a speciai place 
withui us. (Moms-Curtin, cited in MohIman Sparks-Langer and Berstein- 
Colton, 199 1, p. 42) 

This teacher believes that the process is "magical," yet de Bono (1993), de Becker (1997) 

and Noddings and Shore (1 984) would argue that it is not. Such practices and revelations 

are not exclusive to teachers whose thinking style is intuitive. They may, however. dlow 

for pattern recognition and "mental ieaps" in different ways than those attainable through 

ernpVical or rational thought. 

None of the literature suggested that die ability to recognize patterns and learn from 

practice is exclusive to "intuitive" thinkea. The teachers described as "intuitive" by their 

principals rnay in fact have consciousIy honed the skills needed to reflect on their practice 

and "artistically" create a positive climate for leambg. Just as two of the non-intuitive 

principals were able to recogaize and describe intuitive thinking, rationaüernpirical 

thinkers may become more adept at pattern recognition than the "hue" intuitive thlliker. 

through andysis of their successfid strategies. 

Experience may dso be a factor. MohIman Sparks-Langer and Berstein Colton 

(199 1) explain the differences in the novice and expert teacher in tems of their schernam 

-the organized structures which dlow a large body of information to be stored and 

accessed very rapidiy: ". . . experts have deeper, richiy connected schemata to draw upon 

when making a decision. In contrast, novices tend to have Ieaner, iess developed 

schemata, presumably because of lack of experience" (p. 38). The authors refer to many 



nidies which illustrate how experts operate with more reked skiils in pnoritizing, 

responding "automaticaNyfr and ixnprovising by using cues in the environment and 

referring to previous experience. In a new situation, an expert teacher engages in "self- 

regulated, purpose-driven behavior more than do novices, (whereby) ... a teacher attends to 

it, makes inferences, and then mentaiiy tests them by looking for similarîties and 

merences apparent in this situation and cornparing them with events and ideas 

(schemata) stored in memory" (p. 38). This describes pattern recognition on a grand scale. 

It could be argued that the priacipals might have been identifying "expert" rather 

than "intuitive" teachers. I did not ask about the number of years of experience of the 

teachers identified, but the majonty of teachers tested at each schooI were close in age. 

Expertise, however, may not depend exclusively on classroorn experience. Expertise is 

Iinked to intuition in several aspects: the deep appreciation of the Object; partern 

recognition at a subconscious level; the conception of a holistic picture without followhg 

an identifiable step-by-step process; the formulation. seemingiy spontaneous. of a 

conclusion. De Becker ( I997) believes that this type of "instinctive" pattern recognition 

and awareness sometirnes cailed "body knowledge" cm be gaineci through experience in a 

variety of contexts. As noted eadier, however, other writers on intuition believe that 

experience can be a disadvantage. De Becker dso maintains that: 

. . . many experts [ose the creativity and imagination of the Iess informed. 
They are so intimately f d a r  w i i  known patterns that they may f d  to 
recognize or respect the importance of the new wrinkle. The process of 
applying expertise is, after ail, the editing out of unimportant detaiis Ï n  favor 
of those known to be relevant. @p. 27-28) 

It is said that the expertise of the captain of the Titanicy Edward Smith, actuaiiy worked 

against him in navigating this newly-designed vessel. What is perhaps more d c a i  than 



experience is the ability to ÏdentifL what is relevant. This may or may not be a thinking 

process that occurs intuitively. 

Empincai thinkers, for example, have strengths in perceiving and anaiyzing data. 

Thek responses rnay appear intuitive to those who are unaware of the environmental and 

sensory cues actuaily present. They may be able to "read" hidents much as a skiLied auto 

mechanic "reads" an engine. The distinction between this and intuition would be that the 

intuitive Formula One race car driver goes beyond the noise of the engine into the realm 

of "feed fowarâ," where decisions are made based on linle or no "hard" data. But if the 

behaviourai response is the same, who codd tell the difference between the two types of 

thuikuig? How would an administrator know if a teacher were an intuitive thinker. based 

soleiy on observable behaviour? Shouid traits such as "Ienient" or "disorganizedm be 

associated with a noetic thinking style, as was done by Rancourt and some of the 

admùùstratoa? Many an intuitive thinker might be highiy organized, in order to 

capitalize on their intuitive abilities. In fact, this was a strategy niggested by Noddings 

and Shore (1984) to enhance intuition in students. Appearances c m  be deceiving. 

In conclusion, then, it seems mistaken to associate particdar penondity traits and 

behaviours with intuition. The conceptual definition of intuition foc this study is "a 

brain/mind function of pattern recognition and interpretation of information fiom 

environmentai and intemal signals, which aiiows for an 'immediate,' hoiistic sense of 

understanding." It wodd be difficult to determine whether this was happening by 

observing behaviour. The personal chamcteristics that were extrapolated kom the 

literature shodd not be associated exclusively with an intuitive thinkùig style. For 

example, the need for self-awareness and dection were cited in the iïterature and by 



some of the principals as essentiai for enhancing intuition. This may not mean that an 

intuitive thinker would "naturally" be self-aware or rdective. As Hendlin (1 989) 

emphasized in The Discriminatin~ a d ,  this Ievel of awareness takes years of 

detennined, concentrated effort. in that light, the oniy personal characteristic to assign 

might be "persistence," which couid be a trait of anyone, regardiess of thinkiog style. 

It is clear that in the interviews administrators were agreed in their descriptions of a 

certain "kind'' of teacher who uses a "non-traditional" approach, but not necessarily an 

intuitive one. They didn't address pattern recognition or thinking except in very vague 

ways. They seemed agreed on the "naturainess" of this style, but described behaviours 

that codd be learned and developed through experience. both personai and professional. 

regardiess of thinking style. They identified teachea with a certain teaching style which 

best fit with their notion of intuitive teachers. Three of these teachers do have an intuitive 

thinkllig style as their preferred knowledge accessing mode. The majonty does not. 

Thus to use the word "intuitivetr in teaching evaluations to describe characteristics 

of a teacher is misleading. The resuits of this study wouid niggest that the words 

"intuitive teacher" denote characteristics of observable behaviour that principals view 

positively, for the moa  part. They seem to beiieve that this behaviour cornes quite 

naturaiiy, and may not be refined to the level of expertise that is most desirable. The 

"intuition" of the teacher is most closely associated with the ability to btdd strong 

reIationships with students. ifthis is Linked to the teachen' ski11 in recognizing patterns of 

leaming or behaviour in a hoiistic sense, and basing responses on a clear, immediate 

vision of  the whoIe, then the word intuition would be appropriate. Unfortunately, this 

understanding is muddied with traits of personaiîty, which are not necessarily exclusive to 



intuitive thinking. As GoIdberg (1 983) aftinns, anyone can be intuitive. It is a way of 

thuiking, which in our society has been suppressed, but can be deveioped just as rationai 

or empincai thùiking processes, and may even be inextricably linked to these. Some 

people may be "naturally" intuitive, but this does not mean their thinking is more accurate 

-their results still have to stand the test of time in the "real" world. It is said that Einstein 

innllàvely grasped the theory of relativity, and then spent the rest of his life developing 

the mathematics to explain it to othen. Oniy recentiy have some of his mathematical 

theories been proven by obsefvations made possible through advances in technology. 

Such may eventuaily be the case with the processes by which people think. but at this 

point, the mind is stül very much a mystery. The central question of this audy was: "Are 

principals able to identiQ intuitive teachers?" The results here would show that they are 

not. 

In their identification of intuitive teachers the administrators focused on personal 

characteristics, rather than on thuikuig style. The anaiysis of the interviews revealed that 

they saw "intuitive" as synonymous with: "creative;" 'Ylexible;" "open;" lrskil1ed;" 

"refl ectivef "innovative;" "resourceful;" "dependabte;" "iîkable." Both they and the 

literature dso descriied intuitiveness as: "Ienient;" "disorganized;" "overly enotional:" 

"unreliable;" "impatient;" "overly independent." What does this imply for educaton who 

h d  the word "intuitivet' in their teaching evaiuation reports? Or for admuiistrators 

tempted to use the word to describe a teacher's style or performance? 

This study reveals that there are many misconceptions about the meaning of the 

word, even in the Iiterature, and ceaainly no agreement among administraton about its 

signincance in a pedagogicai sense. if the evaiuator rneans "intuitive" to denote 



"reflective practitioner," or "strong in relationship-building" or "effective in management 

and planning," and so on, then these are the ternis which should be used, as they would be 

more relevant to both the teacher and a third Party. They are not characteristics that wouid 

be exclusive or perhaps even relevant to an intuitive thinking style. 

This is not to suggest that intuition is not a vaiuable ski11 for teachers to develop 

and employ. It simply means that for othen to judge when this thinking skiil is being used 

is impossible, since behaviour does not necessarily reflect the reasonùig process behind 

the action. Enhancing intuitive skills tbrough reflection and observation of details and 

patterns can and should be encouraged, in both teachers and students, as Noddings and 

Shore (1984) suggested. The outcornes shouid be evaluated, however, as one of the 

"least" intuitive principals, Subject 8 stated: 

k di depends on how good their intuition is - if they make the right 
decisions, no one will cornplain! How well-defmed it is relative to their 
practicai experience. if they are intuitive they wodd have an ability to use 
experience to great benefit. 

intuitive thinking, just as rational and empirïcai thinkuig, can be learned and retined. 

Because everyone uses a combination of ail three, it wodd be dificult to say i fody  one 

knowledge accessing mode were at play in any given decision. However. as stated in the 

Merature review, the intuitive thinkuig style is not well deveIoped in our society. Most 

administrators and teachers in this study do not have the intuitive thinkuig styte as theïr 

primary thinFung mode, which is consistent wi16 Rancourt's 1998 summary report 

indicating that most educators are empincai thinken (Table +Means. Standard 

Deviatiom and Eoistemic Orientations 0 of Educationd Practitioners), 



However, the KAMI may not be the best instrument to measure thinking style. Too many 

ambiguous, generalized traits were associated with each styIe to make it possibte to 

distuiguish between persondity and behavioural characteristics and thinking. it may well 

be that those with an intuitive thinking style are more "fiendIy" in cornparison to 

empirical or rationai thinkers. But how could this be evduated? If the KAMI is able to 

identify thinking style, eight "niendly" teachers in this study, thought to be intuitive. were 

not. It is Uely that these eight teachers aiso demonstrate the other persondity traits 

identified by the KAMI as part of the noetic style, but they were not intuitive. Either the 

test is not reliable, or it is measuring only some aspects of thinking style and then 

erroneously associating these with certain traits, just as the administrators did. It would be 

interesting to conduct the study again with the same subjects, using a different test such as 

the Myers Briggs, to see if the alignent emerged, as reponed in the KAM( validity 

midies. A test such as Goldberg's Test of Intuitive Ability (1983) seems to be much more 

focused on thinking styIe than on personai attributes. A study could be conducted 

cornparicg the results uskg this test with those fond when using the KAMI. The study 

couid dso be repeated with a much larger sample. 

The positive perception of intuitive teachers reflected in the interviews does not 

impIy that the teachers or principals identified as rationaüempincai were not effective. 

The principais were not asked to describe the characteristics of these teachers, but some 

offered that they wodd be more organized, stnictured, grounded in time and follow 

estabfished curricdar objectives. In many cases this was seen as necessary to balance a 

staff and one principal stated that a more non-intuitive approach wodd be essentiai to 



success in that particuiar setting. It wouid be benenciai to have the principals describe the 

characteristics of rational/empiricaI teachers to be contrasted with intuitive teachers. 

Surprisingiy, the perception of the intuitive teacher by administrators was favorable. 

Wodd this be the same in other schooI districts, in Canada or other countries? There was 

iittie recognition of negative attributes of the intuitive t h i i g  style. It wouid be 

intereshg to foliow-up this study by inte~ewing the teachea to determine whether they 

see themselves as intuitive and, using the same i n t e ~ e w  process, to h d  out if their 

perceptions agree with those of the administrators. Do they, like one of the subjects, €id 

it insuithg to be thought of as intuitive? What does intuitive mean to them? How would 

those identified as intuitive h d  themselves relying upon intuition in their work with 

students? This may Iead to an answer to the question, " C m  intuition be Iearned?" if it is 

hdeed perceived in such a positive light, shouid admlliistrators encourage its 

development? 

A fascinating "coincidence" (?) is that di the dementary principals chose teachers 

whose thinking style was remarkably similar to their own as their intuitive teaches. It  

wouid be interesthg to use a broader sample, to discover whether the "like me" 

phenornenon is at work here. This wouid require using a sunilar process but perhaps a 

different instniment, to see ifthe admlliistraton once again idrntified teachers with 

profiIes nmilar to thek own as being intuitive. 

The sample is too smaii to make any broad generaiîzations. But consistencies 

within the study did indicate that administrators consistently perceive intuitive teachers in 

a particuiar way. Their perceptions were very dose to the NER/NRE profiles m the 

KAMI manual (1988)- These do not reflect the conceptuai dennition of intuition as 



pattern recognition and a deep knowledge of The Object, however. Yet the KAMI claims 

to be able to screen for thinking that Ïs "holistic, divergent, analogical, subjective, 

intuitive and experientid," (KAMi Manual, 1988, p. 8) which wouid descnie intuitive 

thinking. If this is so despite the probiem of associating observable behaviours with 

thinking, the administraton were generdiy unable to identify teachers with this style. For 

this reason, in the context of assessrnent of the quality of teaching performance. this study 

suggests that intuition as a thinking skill should not be judged or commented upon by 

evaiuators. Observable behaviour and personaiity traits are subject to bias, and are not 

accurate indicators of the way in which a teacher thinks. 
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Transcript of Taped Interview: Febniary 9,1999 

Oeparation. Planning and Or~anization 
requires solitude 
cuitivates self-awareness 
plans holisticdy * 
centered in the present 
careIess of detaiVIacks routine structures 

See people tirs. Rather than stnicturing activities f%t, they wili see who it is they are 
working with, and then form their planning around that. If they have children that are very 
tactile, they'll make sure that whatever they are doing involves Lots of hands-on. that will 
be instinctive, intuitive and they711 koow that up-fiont. 

Teaching Skills and StrateFEies 
* grounded in personai experience 

values persondized, visual Ieaming 
+ creativity, innovation* (mentioned below) 

broad concepts and approaches 
lacks structured. sequenced approach* 
doesn't provide a Lot of hands-on, tnai and enor 

Can do more than one thing at a the, their eyes are constantly roving around the 
ciassroom, they're internaking what's going on, they're able to taik about what's going 
on while they're t a h g  about what they're teaching. They're constantly noticing 
interactions among people, they ' re ab le to react spontaneousiy without causing great 
havoc to the Iesson or stopping the tlain of thought. They7re just always thinking about 
something that wiil be non-intrusive, so they can go over and tap a student on the 
shouider or give someone a look, while they they're taiking and doing the Iesson and 
everything, so everytbg flows, and I find that the intuitive types are very c h ,  it takes a 
lot to rattfe them. This doem't mean they're not excited about what they're dohg, they 
can be very excited and excitable, they can be very patient, they can take a lot and not 
take it personaiiy, but think it through and then deai with it. They're able to put 
everything together in a wondefi, beau= tapestry and it seems effoaless, but they just 
have so many skilis going for them at one Mie. 

Communication Stvle 
imprecise in expression 

* listensweil 
+ appeais to emotions* 

lots of discussion - why rather than how questions 
rnay be too Ienient or hconsistent4 (stated later) 



Most are r e d y  'kithit'' people. They have a red sense of belonging to the tune that 
they're in. They know what's going on in their worid, they have a red generalist 
knowledge. They get dong with everybody, they have an excellent sense of humour and 
can use humour to diffuse things, to encourage people. They use humour in so many 
Herent ways that it's quite beautifhi to watch. It's Use what we used to cd1 %mpping 
people around your Little fmger." They can do that with lots of different kinds of people, 
and all dserent ages. They can be fnends and fnendly with people of many different 
ages, chiIdren, peers, people that are older and so on. 

Management 
student-centered 
lacks analysis 
frequent interactions through verbal and non-verbal, preventative* (mentioned above) 

Sorneîimes they're not very what would ta me be very organized. They can be very 
creative. They have lots of stuffgoing on at once, and they know where everything is, and 
they've got it al1 together but ifyou looked at it you might Say it looked a bit scrambled. 
but in the course of the day, the materials are there and there's a lot of fiee choice for the 
people who are using the materiais so it actudy is very structured even though it doesn't 
Iook very structured. There's a strong sense of what's available, and how I'm to use 
resources and kids are interacting with each other. It's a very positive and open kind OF 
classroom, There's fiee movernent, the kids are not tied to their desks. They have a redly 
good sense of what they're there for and where they're going. The teacher very much has 
that. Knows exactly where he or she is going and is able to communicate that in a very 
fiee and open way. Lots of choice and different materials. 

Class CIimatelRelationshÎ~s 
enjoys working with othen* 
sees whole class, overly hi& expectations, impatient 

Reciprocal respect. Language shows this - very respecrful. Om teacher that I'm working 
with nght now always gives the benefit of the doubt, it is so positive. Very gentie, non- 
confiontationai, this is the way it is can you heIp me out, persuasive. Charisma, using 
your bank deposits, personality, relationship building so that you can rely on kids to do 
what you want them to do 

Professional Oudities and Initiative 
hÏghIy motivated to begin new tasks* 
interested in trends, enthusiastic, * (stated eariier) seeks new solutians to probiems 
may Iack foiiow-through 

Very seKmotivated7 very creative, in this for the joy they get, dennitely not the pay- 
cheque. More than just the teaching involved, it's bigger than that, it's the whoIe mord 
enterprise. It's having them (the students) be the best they can be as citizens, as human 
beings. Ifs about the whoIe chüd, it's not about 'bath now" , they communicate that they 



too are leamers. They mode1 w k t  they want in their kids, they mode1 it, i'm not perfect, 
Let's leam it together, it's such an exciting atmosphere to be where those kind of people 
are working. 

observes patterns 
emotionally-charged planning 
not time-dependent 
may be finistrated with systems of evaiuation 

They wodd use a variety of things. Not too heavy into the paper and pend test, Heavy 
into observation, and some creative thhgs, like podolios, defuiitely the child's work. 
how thoroughly they are able to complete it. the quaiity of theu work, the quaiity of their 
responses, those kinds of things wodd be very important to the teacher. They wouid see 
the growth over the, it wouid be in the subjective domain rather than the objective. 
although it's quantitative ~ O O ,  in that you can observe how many Urnes a student does 
things. They wodd have clear examples of specific ways to back up what they're saying 
but it rnay not be with last week's tests. It wouid be with more creative thhgs, projects. 
presentations, etc. 

RefIection and SeIf-Evduation 
* process through experience* 

deep self-reflection* 
rnay Iack objectivity 
careless of detail 

Maybe they're not used to it but they couId easily get into it. They are refl ective but 
maybe don't do much with it, but once they get a taste for it they fdl right into it. because 
ifs nanuai for them. When they drive to and fkom school, they wouid refl ect on the day, 
reflect on what happened. They're contlliually reflecting on and anaiyzing their own 
work, so that maybe something that happened before recess, they'll go away and muil it 
over, and corne back and rehe it right after recess. They don? say, oh weII that didno t 
work, I'U try it another day. They thinkT I have to do something about that right now, it's 
adjusting in motion the whole time. The whoIe thing is flowing and moving, it's a work 
of art in motion, refining things as they go. 

DrawÏng that nnal Iine is reaiIy hard, discipline is hard. They aiways see hope, it's hard to 
Say, now you're suspended. They always see the good side of any chiId, they have trouble 
saying ''The buck stops here? 1 don't th8ik Uiat's bad, i f s  very hopefuI for children, but 
it's tough to draw the Iine somefimes. Afso very sensitive, very sensitive to kids. They 
reaüze how important btdding relationships is and so sometimes the relationship can 
muddy the waters about making a reaüy hard decision about where to go, what to do. 




