
Appendix 1 

Multiple Intelligences inventory (by Walter McKenzie) 

http://surfaquarium.com/MI/index.htm 
PART I  

Complete each section by placing a “1” next to each statement you feel accurately describes you. If you do not 

identify with a statement, leave the space provided blank. Then total the column in each section. 

 

   I enjoy categorizing things by common traits 
   Ecological (environmental) issues are important to me 
   Hiking and camping are enjoyable activities 
   I enjoy working on a garden 
   I believe preserving (saving/keeping) our National Parks is important 
   Putting things in hierarchies (system of levels) makes sense to me 
   Animals are important in my life 
   My home has a recycling system in place 
   I enjoy studying biology, botany and/or zoology 
   I spend a great deal of time outdoors 

 

   I easily pick up on patterns 
   I focus in on noise and sounds 
   Moving to a beat is easy for me 
   I’ve always been interested in playing an instrument 
   The cadence (rhythm/speed) of poetry intrigues me 
   I remember things by putting them in a rhyme 
   Concentration is difficult while listening to a radio or television 
   I enjoy many kinds of music 
   Musicals are more interesting than dramatic plays 
   Remembering song lyrics is easy for me 

 

   I keep my things neat and orderly 
   Step-by-step directions are a big help 
   Solving problems comes easily to me 
   I get easily frustrated with disorganized people 
   I can complete calculations quickly in my head 
   Puzzles requiring reasoning are fun 
   I can’t begin an assignment until all my questions are answered 
   Structure helps me be successful 
   I find working on a computer spreadsheet or database rewarding 
   Things have to make sense to me or I am dissatisfied 

 

   It is important to see my role in the “big picture” of things 
   I enjoy discussing questions about life 
   Religion is important to me 
   I enjoy viewing art masterpieces 
   Relaxation and meditation exercises are rewarding 
   I like visiting breathtaking sites in nature 
   I enjoy reading ancient and modern philosophers 
   Learning new things is easier when I understand their value 
   I wonder if there are other forms of intelligent life in the universe 
   Studying history and ancient culture helps give me perspective 

Total number of 1’s 

used in Section 1: 

Total number of 1’s 

used in Section 2: 

Total number of 1’s 

used in Section 3: 

Total number of 1’s 

used in Section 4: 

Section 1 

Section 2 

Section 3 

Section 4 



 
   I learn best interacting with others 
   “The more the merrier” 
   Study groups are very productive for me 
   I enjoy chat rooms 
   Participating in politics is important 
   Television and radio talk shows are enjoyable 
   I am a “team player” 
   I dislike working alone 
   Clubs and extracurricular activities are fun 
   I pay attention to social issues and causes 

 

   I enjoy making things with my hands 
   Sitting still for long periods of time is difficult for me 
   I enjoy outdoor games and sports 
   I value non-verbal communication such as sign language 
   A fit body is important for a fit mind 
   Arts and crafts are enjoyable pastimes 
   Expression through dance is beautiful 
   I like working with tools 
   I live an active lifestyle 
   I learn by doing 

 

   I enjoy reading all kinds of materials 
   Taking notes helps me remember and understand 
   I faithfully (routinely/always) contact friends through letters and/or e-mail 
   It is easy for me to explain my ideas to others 
   I keep a journal 
   Word puzzles like crosswords and jumbles are fun 
   I write for pleasure 
   I enjoy playing with words like puns, anagrams and spoonerisms 
   Foreign languages interest me 
   Debates and public speaking are activities I like to participate in 

 

   I am keenly aware of my moral beliefs 
   I learn best when I have an emotional attachment to the subject 
   Fairness is important to me 
   My attitude effects how I learn 
   Social justice issues concern me 
   Working alone can be just as productive as working in a group 
   I need to know why I should do something before I agree to do it 
   When I believe in something I will give 100% effort to it 
   I like to be involved in causes that help others 
   I am willing to protest or sign a petition to right a wrong 

 

   I can imagine ideas in my mind 
   Rearranging a room is fun for me 
   I enjoy creating art using varied media 
   I remember well using graphic organizers 
   Performance art can be very gratifying 
   Spreadsheets are great for making charts, graphs and tables 
   Three-dimensional puzzles bring me much enjoyment 
   Music videos are very stimulating 
   I can recall things in mental pictures 
   I am good at reading maps, atlases and blueprints 

Section 5 

Total number of 1’s 

used in Section 5: 

Total number of 1’s 

used in Section 6: 

Total number of 1’s 

used in Section 7: 

Total number of 1’s 

used in Section 8: 

Total number of 1’s 

used in Section 9: 

Section 6 

Section 7 

Section 8 

Section 9 



Part II 

Now carry forward your total from each section and multiply by 10 below: 

 
Section # of 1’s Multiply Multiplied Score 

1  x 10  

2  x 10  

3  x 10  

4  x 10  

5  x 10  

6  x 10  

7  x 10  

8  x 10  

9  x 10  

 
 

Part III 

 

Now plot your scores on the bar graph provided… colour in the blocks up to the multiplied score. 
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Type of 
STRENGTH 

Naturalistic Musical Logical Existential Interpersonal Kinesthetic Verbal Intrapersonal Visual 

Look at the 9 sections above 

 

What are your top 3 types of learning styles? 

Bottom 3 types of learning styles? 

Do you see a pattern in the group (analytic, 

interactive, introspective) that they fit into? 

 
 

What do you think your learning style tells you 
about the career you might get into? 



Appendix 2 
 

Putting Theory into Practice: Applying MI in the classroom meant 

enhancing, rather than replacing, techniques we value 
by Terri Coustan and Lezlie Rocka 
In 1997, we were teaching adult basic education. Terri taught low-level learners, 
mostly Hmong from Laos, who had little or no schooling in their own language and 
limited use of English. Lezlie taught adult basic education to low-level learners, 
women, most of them single mothers with dependent children receiving public 
assistance. We became participants in a teacher research project that focused on 
applying multiple intelligences (MI) theory to our adult education practices. 

Multiple intelligences theory is just that, a theory. It is a psychological theory that 
addresses what the brain does with information. After learning about MI, we were 
both excited to try it in our classrooms. It made so much sense. It validated what we 
witnessed with our students everyday: people seem to have different strengths, or 
intelligences, and they seem to process information and express what they know in 
different ways. 

We wanted to use the theory, but we found ourselves asking just what that meant. 
How does one apply a theory? MI theory has no specific application method, 
instructional approach, or curriculum, yet teachers in many K-12 schools are 
applying it today. What this means to us is that they are using the theory to guide 
how they teach. We decided to begin by using MI theory as a way to think about our 
students as we did the day-to-day, on-going, on-your-feet assessment we always do. 
Then, we let the theory influence instructional choices. We will talk about these 
processes separately, although often they happened simultaneously. 

Viewing Students 

At first, our application of MI theory involved only how we, as teachers, viewed our 
students. When we were "wearing MI glasses," we could view students' choices and 
preferences. We could see ways in which students learned most easily, enjoyably, 
and efficiently and assumed that they corresponded with students' strongest 
intelligences. Equipped with this information, we tried to develop or encourage 
students to participate in activities that would aid their learning by drawing upon their 
strengths. 

For example, decorating at Christmas last year was not necessarily an MI-based 
activity. But when Terri wore her MI glasses, the activity provided her with 
information about her students. She offered the learners, mostly Hmong, the 
opportunity to decorate the class door. She brought in a variety of materials and 
framed the top of the door with jagged paper resembling mountains. After a 
discussion about Christmas in Laos, the students went to work. 

Blia cut out a tree using a paper folding and cutting technique that differed from the 
technique used by everyone else in the class. He made another tree with a star on 



top. Choukha cut out a bird within the body of the tree and then he cut out a 
dinosaur. 

Mai See and Seng, two women, traced and pasted trees directly on the door. Choua 
chose not to make a tree but made an airplane with a slit in the side in which he 
inserted a wing. Other students did not use the paper or the scissors but told Terri 
about Christmas in Laos, where it never snows. 

Without MI glasses, Terri would have seen that her students cut, pasted, drew, 
traced trees and airplanes, and that some people talked. She would have made a 
mental note that some students were "good" or "gifted," as demonstrated by their art 
work. She might have focused on how their individual efforts blended into a 
spectacular seasonal display with interesting shapes, colors, and textures. The 
decorated door would have held her attention. She was looking at the forest and not 
the trees. 

With her MI lenses on, she was able to see beyond the end product, to how 
individual students uniquely communicated their knowledge and their strengths. For 
example, the students demonstrated differing spatial strengths. Blia's tree, complete 
with star on top, demonstrated his unique two-dimensional spatial intelligence; 
Choua's airplane was an example of three-dimensional spatial intelligence. Some 
experimented with familiar animals and objects, others chose more unfamiliar 
animals such as dinosaurs, demonstrating both with their spatial and linguistic 
strengths. Mai See and Seng demonstrated differing linguistic and intrapersonal 
strengths in talking about their memories of Laos. 

These observations helped Terri to assess the strengths of the students. She noted 
her observations in her teacher's log and thought about them later. She was not only 
able to learn more about the ways that her students used and expressed information, 
but she also used the information in planning activities more mindful of their 
strengths. In the past, she would have assessed her students using more traditional 
ways, through reading and writing activities. She learned that she can assess 
students by paying attention to all the things they do in the classroom, even 
decorating a door for Christmas. 

Understanding Strengths 

All the intelligences are operating at all times in people. When we perform an action, 
such as playing the piano, for example, we don't use only one intelligence. We 
usually have our whole array of intelligences involved in everything we do. Individual 
strengths and weaknesses differ, but we use all our intelligences to make sense of 
the world. 

Intelligences by themselves cannot be observed, but can be inferred by analyzing 
individual strengths. In our classrooms, we were able to view areas in which we 
thought our students had strengths, but it was not possible for us - or necessary - to 
define anyone's intelligence profile. Instead of guiding students' towards what we 
saw as activities that suited their intelligences, we decided it was best to supply, 
within lessons, an array of choices and opportunities through which students could 
express their different intelligence strengths. We thought that this would allow 



students to explore receiving and communicating information in ways that suited 
them best. 

We saw students' strengths and preferences reflected through the activities they 
selected, the length of time they devoted to the activities, their body language during 
the activities, and what they said about the activities both during and after doing 
them. These strengths and preferences emerged as we observed students choosing 
the same activities or types of activities over and over. 

Terri had this example in her classroom observation journal: The students really liked 
looking through the magazines for the new vocabulary. Yang Lee found four pictures 
for the word "problem." She said the word "problem" each time she found a picture. I 
could see her mind working as she scanned the picture bringing new and old 
information together. Over the year, whenever Terri offered choices of activities to 
illustrate understanding of new vocabulary, Yang Lee regularly chose to look for 
pictures in National Geographic magazine. She noticed details and questioned the 
background of pictures. In viewing a photo of a girl in a village, she alone 
commented on the mountains and their shape and compared them to those in Laos. 
For Yang Lee, pictures provided informational input as well as an opportunity to 
communicate her knowledge. Her keen interest in pictures seemed to reveal her 
strengths in spatial intelligence, which she used to reinforce or expand vocabulary 
and gain information from pictures. Yang Lee also seemed to link her spatial 
intelligence to her linguistic and intrapersonal strengths by labeling or questioning 
the spatial forms and describing them to Terri and to the class. Spatial intelligences 
seemed to be the force driving Yang Lee's comprehension and expression. 

Influencing Instruction 

Our MI-related instructional goal was to allow students to succeed by providing them 
with opportunities to work from their strengths. Each day we offered them choices. 
They were able to select how they wished to learn and how they wished to 
demonstrate that they mastered information. The choices we offered reflected the 
different intelligences identified by Howard Gardner. 

Some students chose to read about a topic, some chose to look for pictures, or to 
hear a story on tape. Some chose to write, others chose to draw, or to construct. On 
other occasions we used whole-group instruction, asking our classes to draw, act out 
a play, or pantomime a word. 

Lezlie's Experience 

A reading lesson Lezlie modified after learning about MI is a good example of the 
choices we offered. The class read Meet Addy by Connie Porter, a book classified as 
historical fiction. It illustrates some of the experiences slaves had on the 
Underground Railroad. Addy, the main character, is a young teen born into slavery 
who escapes with her mother to freedom. 

Before she learned about MI theory, Lezlie began the group reading lesson with a 
pre-reading question based on what the class had already or were about to read. 
She asked the students whether they thought that Addy and her Mama would make 
it to freedom. They discussed and wrote about this. 



Then, while the students read aloud, Lezlie 
encouraged them to apply all the skills they 
already learned, reminding them to use their 
finger, a pencil, or a book mark to help guide their 
eyes. She made sure to allow them ample time to 
use decoding strategies before giving a prompt, 
and coached students on beginning or ending 
sounds of words. They discussed what they read 
after every paragraph, reviewed the meaning of 
difficult words, and reread the paragraph if 
necessary. After reading, she led a post-reading 
activity in which she asked students what they 
liked or did not like about what had been read. 
Students wrote about this. Some shared their 
writing with the class. 

When Lezlie looked at this lesson from an MI 
perspective, she did not change it, she added to it. 
The projects and activities she added allowed 
students to choose how they wanted to express 
what they understood about the reading. She 
presented the students with options. They did 
these activities after doing the reading for the day. 
After they finished, she had them share what they 
worked on with the class. 

Lezlie explains: My assumption in offering choices 
was that students would choose projects which 
corresponded with their strongest intelligences. 
Those who felt most comfortable role playing the 
stories possibly had greater bodily/kinesthetic and 
interpersonal skills; those who chose drawing 
possibly had stronger visual/spatial skills. I am not 
positive which expressions correlated with which 
intelligences, yet this knowledge did not seem 
necessary. Once we began doing the projects along with the reading, students' 
interest in the story increased. They came into class excited to read and were lively 
and animated while working on their projects. They worked together organizing 
themselves and their projects until they were finished. Their new-found ability to 
perform a task well in school seemed to elevate their egos, as did their newly-gained 
understanding of the reading material. 

Value 

Lezlie felt that instruction based on applying MI theory did seem to facilitate learning 
for her students. For example, reading comprehension did not seem to happen as 
easily when students only read and wrote. There seemed to be a synergy between 
expression and comprehension. Students seemed to gain greater understanding of a 
story after they expressed what they read in a way that was comfortable for them. 
Renee, for example, remembered little of what she read until she started to role-play 
the story after she finished reading. This alternative form of expression seemed to 

Post-Reading Choices 

To add an MI perspective to a 
reading lesson using the book 
Meet Addy, Lezlie added these 
post-reading activities. 
Students could do them alone, 
with a partner, or in a group. 

▪ Draw a picture or show 
in Play-Doh any part of 
what we read. 

▪ Pick a song or a chant 
that would give you 
inspiration if you were 
doing something very 
scary. Write the words to 
the song or sing it. 

▪ Make your own map of 
Addy and journey either 
on paper or with Play-
Doh 

▪ Write or discuss with 
someone a part of what 
we just read that you 
think is interesting. 

▪ Act out a part of what we 
just read 

▪ List the places Addy and 
Mama hid on their 
escape to freedom. 

▪ Design your own project 
for this chapter. 



make meaning of the text and embed it in her memory. The more Lezlie encouraged 
students to express and explore meaning in their own ways, the more she was 
surprised and moved by the depth of their responses. 

Instruction based on MI theory also seemed to cause improvements in specific 
reading strategies for students. This was not a planned goal but an unexpected and 
powerful result. It seemed that when students were given the freedom to choose how 
they wanted to express what they understood, they became invested in the final 
result of their efforts and wanted their information to be presented as accurately and 
as well as possible. 

While students were doing their projects, Lezlie saw them combing through the 
reading to get information and details. They wanted to be sure their projects were 
accurate. She had not seen this desire for accuracy and details when they had to 
write a book report; then they just wanted to get the report done. Reading became a 
tool to do the projects, whereas a book report makes the reading the focus. 

Terri also found compelling reasons to use MI theory-based instruction with low-level 
ESOL learners who experienced failure in traditional classrooms. Reading and 
speaking are very limited channels of expression for these learners. MI-based 
instruction offers a greater range of activities through which they can learn. For 
example, since Ka and Pia's English is so limited, they are not able to communicate 
much through writing and speaking. Ka prefers to draw. Although her drawings do 
not have much detail, they are important because they allow her an additional 
pathway via which she can communicate. Since she was unable to say many words 
in English, by drawing she was able to demonstrate to Terri her knowledge of a word 
or an idea. Terri was then able to respond verbally and help her with the words that 
were slow in coming. Her drawings became a bridge to learning English and a way 
for Terri to check on her level of understanding. 

Once her low-level learners became more familiar with having choices, Terri 
observed changes in their choices. Students started with easier activities or those 
chosen by a friend. After four weeks, they were trying new activities and working 
efficiently on the ones that they have previously tried. They were no longer doing just 
the easier activities, such as writing their new spelling words in glitter. They were 
doing the harder activities, such as sequential story strips, and they were taking 
more control of their learning. They were seeking out their own ways to learn and 
developing confidence in their choices. Terri believes that these new skills will make 
it easier for them to learn English and will transfer to problem solving outside the 
classroom. 

In Conclusion 

Teachers are bombarded with new curricula and instructional approaches. Each new 
approach seems to suggest that we replace the old with something new. Applying MI 
theory was different: it did not mean that we abandon activities that are important to 
us and to our students. It meant that we enhance them, and think about our students 
differently. 

None of this came easy to us. We found that after each class, we needed to reflect 
on what had happened and what to do next. However, from the beginning, we saw 



validity in the theory, and after applying it we saw that it helped our students learn. 
How did MI theory affect us and our students? Our students broadened the ways in 
which they expressed themselves and benefitted from this learning process. They 
liked being able to express themselves in ways other than speaking and writing. 
When given the opportunity to choose, they tapped into their own strengths, finding a 
picture to illustrate a vocabulary word, or building objects with clay. 

We as teachers discovered fuller and richer ways to assess our students, and we 
used the information in planning our lessons. We are still reading about the theory 
and talking to other teachers who are using it. As we continue to teach, we know that 
our application of MI theory will take us in new directions. We wish you good luck on 
your own MI journey. 

  

 

  



APPENDIX 3 

Emerging themes in Adult Multiple Intelligences  
Research by Silja Kallenbach 
A team of teachers researched the effects of using multiple intelligence influenced 
instruction in their adult education classes. Their experience suggests that MI theory 
has much to offer adult basic education.  
 
A group of Latino elders is gathered in the kitchen of Centro Hispano in Chelsea, 
MA, for their English lesson. One woman is scraping the gelatin from an aloe vera 
plant while an elderly man is blending chopped onions and water. Another "senora" 
is chopping limes; several others are assisting and observing. They are talking 
animatedly in halting English peppered with Spanish about different ways to heal 
various ailments with natural remedies. Their teacher, Diane Paxton, is busy taking 
photos she will ask them to sequence later. The photos will also serve as a memory 
prompt when the learners write down their recipes. When the class does its 
customary assessment of what the students liked and disliked about the preceding 
month's activities, several students agree with a classmate's sentiment when she 
says, "Very good, we learned a lot of words. I'd heard the word blender, but didn't 
know what it meant." Another student holds up the book "Natural Medicines," which 
the group has written as a class project, saying: "This is our literature." 
 
Several hours' drive north, in Manchester, VT, another group of adults is hunched 
over multicolored flash cards spread on a table along with math manipulatives. 
Converting measurements is the topic of this evening's class. Written on the cards 
are measurements expressed in fractions, percents, or decimals. The students' task 
is to puzzle out which figures are equal. There is a lot of laughter and negotiation of 
correct answers. Meanwhile, Meg Costanzo, the teacher, is watching silently. 
 
Both of these vignettes took place in the course of the Adult Multiple Intelligences 
(AMI) study. Both learning activities could be described as being "in the spirit of" 
multiple intelligences theory. They illustrate what we have learned in the AMI study: 
There is no one way to apply MI theory in instruction, but some common approaches 
have emerged. 
 
The AMI study explores the application of Howard Gardner's theory of multiple 
intelligences (MI) to adult learning and teaching. The theory defines intelligence as 
the ability to solve problems or create products that are valued in one or more 
cultures or communities. It counters views that intelligence can be measured solely 
through IQ tests. It contends that all humans possess at least eight forms of 
intelligence: linguistic, logical/mathematical, spatial/visual, bodily/kinesthetic, 
musical, interpersonal, intrapersonal, and naturalist. 
 
MI theory has been widely applied at the pre-K - 12 level. The National Center for the 
Study of Adult Learning and Literacy AMI study is the first extensive and systematic 
investigation of the use of MI theory in adult literacy education. It is a qualitative, 
naturalistic study with teacher research at its center. Between December, 1996, and 
June, 1998, 10 teachers, working with about 140 students, grappled with and applied 



MI theory in their classrooms. While the analysis of commonalities and differences in 
the teachers' experiences continues through 1999, the themes emerging from the 
research are instructive. 
 
Six Themes 
Using an MI framework leads teachers to offer a greater variety of learning activities. 
 
MI theory supports and validates creative, multimodality teaching. Given that MI is 
not a technique but a theory, it lends itself to varied interpretations, all of which have 
in common their student-centeredness. While it is just one entry to such teaching, it 
tends to propel teachers to "push the envelope." 
 
The AMI experience suggests that when teachers begin to consider students' 
strengths beyond the linguistic and math/logical they gain, more often than not, an 
increased appreciation of their students and new insights into how to reach and 
teach them. Furthermore, it appears that the consideration of MI theory leads 
teachers to offer a greater variety of learning activities, whether or not they try to 
identify their students' particular strengths. 
 
AMI teacher Martha Jean developed lessons that gave students choices that 
corresponded roughly to combinations of the eight intelligences. These lessons 
became especially popular among the AMI teachers. They could provide options for 
students to learn through different types of experiences and media. 
 
Choice-based lessons were by no means the only way the AMI teachers carried out 
MI-based instruction. As a whole, MI-based approaches can be characterized as 
constructivist. They invite students to construct their own meaning through problem-
solving and the media of their intelligence strengths, building on what they already 
know and feel competent in. Thematic and project-based lessons are common ways 
in which teachers put constructivism into practice. Meg Costanzo's students' favorite 
project without exception was to devise ways to increase enrollment in their learning 
center. They redesigned the center's recruitment flyer and sign, wrote a public 
service announcement, interviewed graduates, and calculated attendance rates. The 
number of hours of student attendance, mostly their own, increased 220% since the 
beginning of Meg's involvement in the AMI study. 
 
Sometimes an MI-based activity functioned as a "hook" that got students engaged 
and willing to grapple with more abstract, rote, or decontextualized material. Martha 
had her students choose and complete three learning activities out of a possible six 
to 10 across GED content areas. For example, she invited the students to "compare 
the size and look of each planet using Play-Doh, paper, or balloons" or to "show 
what would happen to you if you were standing on each planet using mime, dance, 
or play." These choice-based activities were typically followed by work in GED 
workbooks. Lezlie Rocka followed readings in her basic literacy class with choice-
based activities. 
 
All but one of the 10 AMI teachers concluded that MI theory pushed them to take 
more risks and broaden their teaching beyond what they had been doing. The level 
of creativity in their lessons increased discernably. Lezlie, for example, went from 
believing that MI theory had little to offer to her already multi-sensory teaching 



approach to asserting that MI theory informed and broadened her approach to 
teaching reading and writing. Throughout her AMI experience, Diane Paxton 
described her use of MI theory as "only one aspect that I draw on under the umbrella 
of my teaching" (Paxton,1998, p. 26). Nevertheless, she "used MI theory to develop 
thematic units and creative group projects MI also helped to overcome the problem 
of various levels in the class, helping to ensure language acquisition opportunities for 
all students" ( p. 16). 
 
Observing students' learning preferences generates valuable information about 
students' strengths that can inform the development of future lessons. 
 
An alternative or complementary approach to having students assess their own 
intelligences is for the teacher to observe and analyze their learning preferences, 
interactions, and writings over time. Terri Coustan found that she could generate rich 
information about her beginning ESOL students' intelligences by paying close 
attention to the choices and comments they made. For example, when a student 
expressed preference for math, Terri suggested she choose a paragraph-
sequencing activity that draws on logical/math intelligence. Meg reports that she 
gained new insights into her GED and diploma program students' intelligences 
through weekly dialogue journals with her students. She then used this information to 
guide the students in choosing learning strategies. For example, she found that MI 
theory provided a compelling rationale for using webbing as a pre-writing activity to 
collect one's ideas and thoughts, particularly with students who are spatially 
intelligent. 
 
Wendy Quijones developed an original method for observing students' intelligences. 
Before showing the movie Educating Rita, Wendy asked her students to choose one 
or two things to observe from among several possibilities that were calibrated to the 
eight intelligences. She explained the value of this experience: "One of the questions 
I developed clarified for me the distinction between linguistic and non-linguistic 
approaches to problems: I asked [students] for the floor plan of Rita's house. Now, to 
ultralinguistic me, this seems almost silly: I don't care what the floor plan is, nor 
would I normally think to ask about it. For someone strongly spatial, however, this 
might be an extremely interesting project - and the point is that the floor plan would 
have to be deduced from the events in the movie. For the spatial person, this activity 
would involve her quite literally in putting these events into a perspective that makes 
deep sense to her" (Quijones, 1998, p. 11). 
 
The diversity of viewing preferences expressed by the students was illuminating to 
Wendy and to her students: "For example, one normally quiet woman demonstrated 
a stunning spatial intelligence by citing detail after detail of color, clothing, jewelry 
each one a significant commentary on the movie and on Rita's character. Among 
many other observations, she noted that Rita at times had red in her hair and clothes 
so we could really see fire in her.' She pointed out that Rita's shirts literally had blue 
or white collars, depending on whether she was doing manual or intellectual work, 
and that for the last half of the movie, Rita wore a dragonfly pin so that we would get 
the message that she was really starting to fly.' In one of those rare but glorious 
moments, a different student picked up the conversation. That's just a whole different 
way of thinking,' she said. I would never see all that. I wish I could do that.' But a 
third student couldn't let things rest there. Turning to the second student, who is 



extremely musical, she said, Yes, but you thought of all the music, how the 
beginning music added to the scene'" (Quijones, p.18). 
 
Teachers often begin applying MI by having students assess their own intelligences, 
but a range of factors affects whether students find the assessment useful or 
meaningful. 
 
Self-knowledge is one of the defining features of intrapersonal intelligence. One 
dimension of this knowledge is knowing one's intelligence strengths. The 
development of this form of intrapersonal intelligence is important to many 
endeavors, such as career planning. That was the hunch Jean Mantzaris had when 
she set out to investigate what MI theory might have to offer to her career-planning 
course with ABE and GED students. She began this process by teaching her 
students about the theory and by having them assess their own intelligences. Like 
several of her peers, Jean used a survey instrument developed by Meg Costanzo. 
Jean reports that the eight of 11 students who stayed with the course gained positive 
insights about themselves partly as a result of doing MI self-assessments. Both Jean 
and her students found the intelligence self-assessments to be easier to relate to 
and therefore more meaningful than traditional career aptitude tests. 
 
One of Jean's students writes, "This stuff is fun, but more than that it shows you how 
many people around you are smart in many ways and so am I," (Mantzaris, 1998, p. 
5). In addition to speaking to a heightened sense of his own capabilities, the 
comment also highlights the appreciation many students gained for each other's 
intelligences when the surveys were discussed in class. Wendy focused on this 
aspect in her teacher research. She concludes that, for her students, "Adding the MI 
framework, which validates many ways of learning, knowing, and demonstrating 
knowledge, makes it impossible to ignore the evidence that others have strengths 
which we ourselves lack, and makes the conclusion almost inescapable that working 
with others is at least sometimes advantageous" (Quijones, 1998, p. 17). 
 
Meg found that "Students appreciate having their intelligences acknowledged and 
valued. Many have never had the opportunity to claim their intelligences before this 
experience" (Costanzo, 1998, p. 9). A comment by one of her students explains 
Meg's assertion, "I haven't really had time to think about where my strengths are. I 
just know my weaknesses and that sometimes worries me. I always knew everyone 
had strengths and weaknesses, but I always worried about the things I couldn't do, 
not the things I could" (p. 32). A month later, the same student wrote, "You have 
inspired me in more ways than one and I never thought I could feel this good about 
my education and my self-esteem."  
 
Jean and Meg are two of the five AMI teachers who found it useful to have their 
students assess their own intelligences. Three teachers did not find this approach 
useful, and one never tried it. A more thorough analysis will, it is hoped, reveal what 
underlies this diversity of opinion.  
 
Meg's and Jean's students were secondary, rather than basic literacy, students, 
which may be why they were more readily able or willing to find value in MI self-
assessments than their less literate counterparts. A divergent case is presented by 
Betsy Cornwell's ABE and high school diploma program students, most of whom did 



not respond positively to the idea of assessing their own intelligences. Betsy writes, 
"While I expected that the creation of individual intelligence profiles would yield a 
wealth of information about my students' intelligences and preferred ways of 
learning, I found that the exercise had limited usefulness and relevance for my 
particular group of students" (Cornwell, 1998, p. 7). 
 
Neither of the two ESOL teachers who participated in the AMI study found it 
particularly useful to have students assess or talk about their own intelligences. One 
reason they did not use Meg's survey was that its vocabulary is inaccessible for 
beginning ESOL learners. They tried to have their beginning ESOL students identify 
their intelligences through pictures that depicted people using particular intelligences. 
Diane felt that trying to identify the exact combinations of intelligences that underlie 
her ESOL students' strengths was confusing both to her and her students, even 
when the students' native language was used to clarify concepts, and of 
questionable educational value: "I would venture to say that every adult student has 
stories of the development or estrangement of their intelligences For me this is really 
beginning to call into question the part of MI that stresses that individuals investigate 
and become familiar with their own intelligence profiles." 
 
Students' regular reflection on their learning shifted and broadened their paradigms 
of effective and acceptable teaching and learning practices. 
 
According to the AMI teachers, a typical ABE, GED, or ESOL student expects 
traditional lessons with workbooks or other text-oriented methods. At this stage of 
our data analysis it is not clear, but we wonder whether the students' level of 
previous education is a factor in how fast and willingly they will expand these 
expectations once they experience other ways to learn. Our data does suggest that 
when MI-based lessons are coupled with regular reflection and self-assessment of 
what is helping adults to learn, students begin to shift their paradigm of effective 
teaching and learning. More specifically, they begin to see value in more diverse 
ways of learning. Diane's findings are instructive in this regard: "Ongoing 
assessments, both formal and informal, of the students' ideas and feelings of what 
helps them to learn, understand and practice English, were what showed the 
students and me that the changes towards a more diverse curriculum resulted in an 
effective way to learn English. Therefore these assessments were essential in 
students coming to accept MI-inspired curriculum" (Paxton, 1998, p.27). Diane used 
multiple types of assessments such as student-teacher conferences, surveys, and 
group discussions. 
 
The AMI teachers concurred that developing students' metacognitive skills can be 
arduous. Reflecting on one's learning does not come easily for most adult literacy 
students. It is both a skill and a habit that needs to develop over time. Students may 
resist reflection and fail to see its relevance. A few of Diane's students apparently 
thought that she did not know how to teach because she was asking for their 
opinions on the subject all the time! 
 
Diane and several of her colleagues found that building trust and community in the 
classroom is necessary for MI-based instruction. Trust and mutual respect enable 
people to take risks into the unfamiliar together, to perform a skit, to tell a story, or to 



build something. Terri expresses this: "Although trust was not directly germane to MI-
based learning, it supported MI-based learning. A trusting community allowed 
students to take chances in their learning and to try new things" (Coustan, 
1998, p. 28). 
 
Teachers perceive a shift in the balance of power in the classroom when they offer 
students intelligences- informed choices in how they learn and express their 
understanding. 
 
When teachers gave students choices in how they learn and demonstrate what they 
have learned, they were effectively giving some control to students. As a group, the 
AMI teachers' perception of the effect of their AMI work was a noticeable shift in the 
teacher-to-student power relations. It is possible that the act of validating students' 
strengths, interests, and preferences is an important first step that helps build the 
students' self-confidence and enables them to take control over their own learning 
and the curriculum. Furthermore, when students examine their strengths, they are 
likely to deepen their self-knowledge, which gives them a firmer foundation from 
which to direct their learning. 
 
Several AMI teachers found themselves relinquishing some control by giving 
students choices and respecting their individual ways of learning and knowing. Terri 
found that, as students began to express preferences through choice-based 
activities, they also became more assertive in other ways, shifting the balance of 
power in the classroom somewhat. She writes, "My experience over the past few 
years had shown me that these students were reluctant to share their preferences 
with me. I had almost given up hope of ever being able to learn their preferences and 
had decided that this behavior was related to learners with limited English. Now the 
students appeared to have reached a benchmark or milestone. More students made 
choices. And those choices reflected both what the students liked and did not like 
about the activities I suggested" (Coustan, 1998, p. 21 ). 
 
Likewise, Lezlie comments, "My class became more interactive and student-directed 
as I experimented with MI theory. Before this research project, I did most of the 
leading and dictated the order of the activities" (Rocka, 1998, p. 15). Sharing power 
with students was an unanticipated outcome of the changes Terri and Lezlie made in 
their teaching. Exploring how MI theory might serve to empower students was the 
focus of Wendy's research project. Her answer was "yes" in terms of the classroom-
based power relations: "A change in the teacher-student relationship in the 
classroom rapidly became apparent. The combination of assignments based on 
multiple intelligences with the strategy of allowing students to choose their own 
assignments was the best I have yet found for sharing power while giving students a 
firm structure within which to work" (Quijones, 1998, p. 13). 
 
MI-informed education encourages teachers to learn more about their students, and 
may cause them to increase their expectations of students. 
 
A well-known principle of adult education is that adults come to us with plenty of life 
experience, and that good adult education should acknowledge and draw on that 
experience. Teachers commonly try to get to know their students' goals and 



interests. MI theory offers another lens through which to view students. This lens can 
be perplexing or illuminating. 
 
The majority of the AMI teachers did find value in viewing their students through an 
MI lens. They felt that they gained a richer perspective on the student as a whole 
person. It provided not just interesting but also substantive information they could 
use to prepare lessons to help their students find new, perhaps more effective 
pathways to learning. Terri, for example, uncovered talents she did not know her 
Hmong students had and created opportunities for them to use those talents to learn 
English.When she saw that Choua, who is not literate in his native language, was 
good at building, she made sure his learning options included modelling new 
vocabulary words from clay or other material. This is not to say that her teaching 
approach is not validated by, or consistent with, other theories and approaches, such 
as participatory education. Nevertheless, Terri comments that MI theory led her to 
see more dimensions of her students. 
 
As students were better able to demonstrate their strengths and use those strengths 
to learn new skills and information, their achievements sometimes exceeded their 
teachers' expectations. Wendy writes of her secondary level students, "My students' 
enthusiasm for being allowed to make their own choices, and their resulting 
willingness to spend time doing things they previously didn't think they could enjoy or 
learn, would have been enough reward for using this structure in my classroom. But 
there was much more! Students very often surprised me with their choices in these 
activities, taking on tasks one would never have suspected them capable of" (QuiÒ, 
1998). 
 
Lezlie writes, "I do not know that I am seeing changes in students' abilities. What I 
am seeing is perhaps other sides of the students that I would not see if we were only 
doing paper and pencil work. I was continually moved by the students' depth of 
understanding, sensitivity to the subject, and interest once they were allowed to 
choose their form of expression" (Rocka, 1998, p. 15 ). 
 
It would stand to reason that as students exceed teachers' expectations, teachers 
would begin to raise their expectations of students. It is too early in our data analysis 
to make a strong case for this. We can, however, say that the teachers' expectations 
of themselves and their teaching has changed. Perhaps Meg sums it up best: "I 
come away from my research with a revised model for an effective ABE classroom, 
one that is less teacher-centered and which gives the students a greater voice in 
what they study. It is a classroom that emphasizes personal growth as well as 
academic development. It is a model that encourages students to solve real life 
problems and develop a variety of skills they will find useful in the future" (Costanzo, 
1998, p. 28). 
 
Conclusion 
The AMI experience suggests that the 10 teachers involved tended to go through 
stages in their efforts to apply MI theory. They typically began by assessing students' 
intelligences under the assumption that intelligence profiles are the most important 
feature of MI theory. Later, they came to realize that what matters is not achieving 
perfect accuracy in assessing students' intelligences as much as their awareness 
that any given group of students possesses a diversity of intelligence strengths, and 



that their learning will be facilitated if they draw on those strengths. MI theory 
became another lens through which they could view, understand, and appreciate 
students and with which they could design engaging lessons. 
 
The AMI teachers' efforts to engage students and facilitate their learning in light of MI 
theory led most of them to offer choices and multiple ways to engage with topics and 
materials. Having choices, in turn, gave their students more control over their 
learning and developed student voice. 
 
Teachers and students shifted their paradigm not only of what is desirable but also of 
what is possible. As one of the AMI teachers said about MI theory in education: "In 
the end, it's about looking at everyone from a strengths perspective. We all have 
strengths." 
 
The work of the AMI teachers lay the groundwork for our understanding of what 
happens when "MI grows up." As befits an initial investigation, we expect the AMI 
study to generate at least as many new questions as it will answer. It will surely point 
to new and promising areas of inquiry related to MI in adult education. 
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