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(ABSTRACT)

The purpose of this study was to develop a profile of the

successful secondary marketing teacher based upon perceptions of

teaching award recipients in marketing education. A naturalistic

inquiry paradigm using the case study approach was the research design

selected for the study. Semistructured, open—ended interviews were

conducted with ll teachers who were recipients of the annually

presented, state-level teaching award in marketing education in the

states of North Carolina and Virginia.

Data collected from the interviews were analyzed according to

tenets associated with the constant comparative method. The perceptions

of the participants were organized and coded into the following five

core categories established by the research questions: (a) teacher

preparation, (b) personal motivations and abilities, (c) students, (d)

professional roles and practices, and (e) teaching environment.

Conceptual categories which emerged within each core category formed the

framework for a perceptual profile of the successful secondary marketing



teacher presented in the case report.

Based on the findings from this study, it can be concluded that

the successful secondary marketing teacher: (a) approaches the job with

enthusiasm and strives to accomplish more than the minimum job

requirements; (b) receives satisfaction from watching students

experience success and develop positive self-concepts; (c) is

professionally comitted and involved; (d) is a very caring, student-

centered teacher; (e) is most effective when allowed the freedom to work

with minimum supervision; (f) performs teaching and other program duties

in a somewhat structured, methodical manner; (g) realizes the success of

the marketing education program is dependent on his or her ability to

maintain good interpersonal relationships; and (h) receives thorough

preparation in both technical content and pedagogy.

It is recomended that secondary marketing teachers attempt to

improve their performance in teaching, coordination, and other areas of

the job through the emulation of the profile produced from this study.

Additional recomendations are presented for education policymakers,

teacher educators, and future research.
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CHAPTER ONE

THE PROBLEM

This beginning chapter addresses the problem of the study and

contains the following sections: (a) Introduction, (b) Background of

the Problem, (c) Problem Statement, (d) Research Questions,

(e) Significance of the Study, (f) Delimitations of the Study,

(g) Limitations of the Study, and (h) Definition of Terms.

Introduction

Marketing is one of the fastest growing occupational fields in the

United States today. As the demand for marketing workers increases, so

will the need for educators to prepare individuals for careers in

marketing. For the last several decades, marketing education in

prebaccalaureate education environments, previously known as

distributive education, has had as its primary mission the preparation

of persons, particularly high school youth, for marketing employment.

In order for marketing education to continue to be a sound educational

program at the secondary—school level, talented persons must be

recruited and trained for marketing teaching positions.

Recently, marketing teacher education has been perceived as not

attracting quality students nor producing graduates capable of

successful teaching. In a 1983 study, Lynch found that, "no topic

elicited more response — mostly negative — than did that associated with

teacher education." Marketing education supervisors and teacher
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educators, as well as business persons, "commented on what they

perceived as the inadequacy of teacher preparation and the poor quality

of people entering marketing teaching today" (p. 26).

However, marketing education is not alone. Today there is

widespread dissatisfaction with all teacher education. Courses in

pedagogy are thought to be void of academic rigor and perhaps even

unnecessary for future teachers. The students enrolling in teacher

education programs are considered to be among the lowest in ability on

college campuses. Two recent reports, the Holmes Group's Tomorrow‘s

Teachers (1986) and A Nation Prepared: Teachers for the 21st Century by

the Carnegie Forum on Education (1986), have called for improvements in

teaching by radically restructuring teacher education in the United

States.

And, meanwhile, teachers already in the field are being criticized

for their apparent lack of success in teaching. They are being tested

and evaluated in efforts to determine who are good teachers and who are

not. Yet, good or successful teaching has not been clearly defined.

Despite all the debate over teacher quality, some critical questions

persist: What are the characteristics of the outstanding teacher? How

do successful teachers act? What are their experiences and beliefs?

This study is an attempt to address these questions.
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Background of the Problem

A proliferation of studies have been conducted in attempts to

distinguish a good or effective teacher from a poor or ineffective one.

Powell and Beard (1984) in Teacher Effectiveness: An Annotated

Bibliography and Guide to Research provided an historical overview of

the kinds of research conducted on teachers and teaching. First came

studies that merely tried to identify characteristics of good teachers,

usually by requesting principals, teachers, or students to select

characteristics they perceived as essential for good teaching. Next,

researchers went one step further by actually measuring teacher

characteristics, typically demographic and personality characteristics.

In many cases, the influence of teacher characteristics on teacher

attitudes, teacher behavior, and/or student learning was investigated.

The greatest number of studies reported by Powell and Beard (1984)

dealt with the influence of teacher behaviors. Some of these studies

examined the influence of teacher behaviors on student behaviors,

achievement, or self-concept, while other studies were experiments in

which the researcher first manipulated the behaviors of teachers through

training and then observed the effect of such training on student

learning.

In marketing education, research has been undertaken to determine

the behaviors and characteristics regarded as desirable for secondary

marketing teachers. Most of this research has examined the job tasks
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teachers should perform and the competencies necessary for the

successful completion of these tasks. Crawford (1967) and Cotrell

(1971) were the first to identify these desired tasks and competencies.

Later, utilizing the tasks generated by Crawford, Carter (1972) compared

the task performance of the most successful marketing teachers with that

of the least successful teachers. The most and least successful

teachers were chosen from a panel of experts composed of supervisors and

teacher educators in marketing education.

Other studies have determined the content background needed by

secondary marketing teachers (Eggland, 1976; Hogan, 1977; Renshaw,

1976). Still other researchers identified teacher competencies or tasks

needed in using specific teaching methods or instructional resources

(Parker, 1979; Srate & Brorson, 1976; Williams, 1977). By studying

successful marketing teachers in two different school settings, Ferguson

(1972) described the relationship between teacher tasks and the teaching

environment.

This researcher could find only one study that attempted to

determine factors predictive of marketing teacher effectiveness or

success, and this research only examined teachers of disadvantaged

youth. Turner (1974) investigated the relationship between teachers‘

personality characteristics, sex, and years of teaching experience and

principals' ratings of the teachers'effectiveness. Only one personality

trait was found to be predictive of effectiveness. The teachers rated

most effective were determined to be more active and robust.
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Consequently, there is still much to learn about the factors

contributing to teacher success in marketing education. No researcher

has conducted an in—depth investigation into the characteristics of

outstanding marketing teachers. There is a need to go beyond the

generation of lists of competencies believed to be important for

teachers and to study the actual experiences, practices, motivations,

and abilities of individuals who have been recognized as outstanding

marketing teachers. However, such research requires a different

approach to data collection and analysis than that which has been used

in most studies of marketing teachers. The majority of data on

marketing teachers has been collected through mail questionnaires and

analyzed through quantitative means.

Most educational researchers have taken the quantitatively

oriented approach to generating new knowledge related to teacher

effectiveness or success. Gage (1977), though, maintained that research

on teaching had not advanced due to a strict adherence to quantitative

research methodology. He has encouraged researchers to try different

approaches to research on teaching, such as qualitative methods, in

order to "interpret the world from the point of view of the person being

studied" (p. 82). Gage has advocated the exploration of the teacher's

belief system through qualitative methodolOqY; a conception of teaching

could be created "based in detail on what teachers themselves know and

believe about their work" (p. 81).
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More and more educational researchers are turning to qualitative

methods. Miles and Huberman (1984) have stated a reason for this

direction in research:

Qualitative data are attractive. They are a source of well-
grounded, rich descriptions and explanations of processes
occurring in local contexts.... Qualitative data are more
likely to lead to serendipitous findings and to new
theoretical integrations; they help researchers go beyond
initial preconceptions and frameworks (p.l5).

Qualitative research is needed in marketing education in order to

gather information on successful marketing teachers. A qualitatively

oriented investigation can reveal the ways these teachers perceive

themselves and their teaching.

Purpose of the Study

Little is known about the actual experiences, practices,

motivations, and abilities of outstanding marketing education teachers.

The ultimate objective of this study was to provide information relating

to teacher success in marketing education through an inquiry into the

perceptions successful secondary marketing teachers hold regarding

themselves and their teaching.

A review of literature in marketing education, vocational

education, and education in general suggested that there have been five

broad areas of research related to teacher effectiveness or success:

(a) teacher preparation (Daggett, 1974; Henry, 1973; Isenburg, 1977;

Kelly & Kelly, 1982; Swartz, 1974; Wirasasmita, 1983), (b) personal
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motivations and abilities (Bode, 1972; Cooke, 1978; Grady, 1984; Kelly &

Kelly, 1982: Little, 1972; Olson, 1967; Plessman, 1985; Turner, 1974;

Tursman, 1981), (c) the teacher-student relationship (Cruickshank, 1986;

Kelly & Kelly, 1982; Roberts & Becker, 1976, 1978; Sanders, 1981;

Schutz, 1975; Tursman, 1981; Wirasasmita, 1983), (d) professional roles

and practices (Bode, 1972; Kelly & Kelly, 1982; Rosenshine, 1986; Rush,

1984; Schutz, 1975; Tursman, 1981; Vredenburg, 1975), and (e) teaching

environment (Bode, 1972; Sanders, 1981; Schutz, 1975). This researcher

hoped to develop a complete profile of the successful teacher in

marketing education, therefore, established these areas of research as

the five core categories of inquiry in the study. Using a naturalistic

inquiry paradigm, this study investigated the relationship between

teacher success in marketing education and teachers' perceptions of

their: (a) teacher preparation, (b) personal motivations and abilities,

(c) students, (d) professional roles and practices, and (e) teaching

environments.

For the purpose of this study, a successful teacher is defined as

one who has received a state-level teaching award in marketing

education. Many states annually choose a marketing "Teacher of the

Year" or "Outstanding Teacher" in an attempt to give recognition to

teaching excellence. These awards, though labeled "teaching" awards,

recognize not only excellence in classroom teaching, but outstanding

performance in the coordination and supervision of students‘ on—the-job

training; school—community relations; the advising of DECA, the co-
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curricular student organization; and the administration of the total

marketing education program. Although the procedures used to identify

the teacher and the specific nature of the award may vary somewhat from

state to state, the award recipients share a common experience: through

some approved means, they have been identified as models of teacher

success. This study examined this unique group of teachers.

Specifically, the rationale for using teaching awards as a criterion of

teacher success in marketing education was twofold:

1. Local or state marketing education supervisors as well as school
principals may have been reluctant in or not capable of fairly
evaluating teachers for the purpose of this study.

2. Teaching awards publicly identify those marketing teachers who have
been acknowledged as models of teacher success through a structured
evaluation process utilizing criteria agreed upon by a wide range of
marketing education professionals.

The participants in the study were those marketing teachers who

have been recipients of the annually presented, state—level teaching

award in marketing education in the states of North Carolina and

Virginia. These two states were chosen for inclusion in the study

because they had well-established award programs and were geographically

accessible to the researcher.

Research Questions

The purpose of this study was to develop a profile of the

successful secondary marketing teacher based upon perceptions of
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teaching award recipients in marketing education. More specifically,

the following questions guided the research:

1. How do award recipients perceive their teacher preparation?

2. How do award recipients perceive their personal motivations
and abilities?

3. How do award recipients perceive their students?

4. How do award recipients perceive their professional roles and
practices?

5. How do award recipients perceive their teaching environments?

Significance of the Study

Marketing education, though an integral part of the secondary

instructional program, is unique within the context of public secondary

education. Marketing education differs from other subject areas

primarily in terms of teacher role. The role of the secondary marketing

teacher is an expansive one as it reaches outside the domain of the

classroom and even the school building. Most marketing teachers hold

the title of "teacher-coordinator" which designates the combination of

classroom teaching, supervision of students' on-the-job training in the

business community (i.e., through the cooperative education method), and

the coordination of these two experiences for each student. Often,

marketing teachers are responsible for identifying business needs for

adult training as well as actually teaching marketing courses to adults

in their communities. Additionally, marketing teachers are responsible

for the recruitment and selection of students who may benefit from



10

marketing instruction, the supervision of a co-curricular student

organization, and the counseling of students toward the development and

realization of a career objective in marketing.

Because of this unique and varied teacher role, it is assumed that

the experiences, motivations, and abilities of marketing teachers are

different from those of most high school teachers. Additional support

for the uniqueness of marketing teachers has come from Plessman's study

(1985) of the personality characteristics of secondary marketing

teachers. According to her findings, marketing teachers do not share

the same personality profile as the normative high school teacher

population. Rather, based upon scores on the Myers·Briggs Personality

Indicator, secondary marketing teachers, as a group, resemble the

personality profile of persons who tend to enter business careers.

Thus, if marketing teachers not only assume a different role from

that of other teachers, but also differ psychologically, the results of

studies that have examined teacher effectiveness or success in secondary

education in general may not necessarily have direct implications for

marketing education. A study was needed to investigate successful

marketing teachers exclusively. Therefore, this study has contributed

to the body of knowledge on marketing teacher effectiveness by providing

a profile of the successful secondary marketing teacher. Since the

attitudes and practices of the successful marketing teacher have been

identified, perhaps teaching can be improved through emulation.

Accordingly, it is hoped that the results of this research will assist
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in the planning and improvement of marketing teacher education programs

by offering a description of the ideal teacher in marketing education.

Also, information from this study may be utilized by school

administrators and policymakers in order to meet the needs of marketing

teachers more effectively and, therefore, facilitate teacher success.

Although this study was restricted to marketing teachers, it is

likely that the results have implications for the improvement of

teaching in other vocational programs, particularly those in which the

cooperative education method of instruction is used. The job

descriptions of teachers in such programs are similar to those of

marketing teachers since they too have responsibilities extending beyond

classroom teaching.

Furthermore, this study is significant in that it offers an

alternative method for examining teacher excellence. Although

generalizations cannot be made to other teachers because of the

naturalistic design of the study, the research technique utilized may be

replicated for studies of teacher success in other subject areas.

Delimitations of the Study

The following delimitations apply to this study:

l. The participants of this study were delimited to secondary

marketing teachers who were recipients of marketing teaching awards in

the states of North Carolina and Virginia.



12

2. The focus of this investigation was not on what teaching award

recipients do, but on how they perceive themselves and their teaching.

Therefore, no attempt was made to observe them in the process of

teaching. The data of the study were delimited to recipients'

perceptions as conveyed through semistructured interviews.

3. The criteria used in this study for marketing teacher success

were delimited to teaching awards in marketing education. No other

methods of identifying successful teachers were utilized.

Limitation of the Study

The following limitation applies to this study:

Since this study is not based on a random sample from which

statistical inferences can be drawn, generalizations to teachers beyond

the participants cannot be made.

Definition of Terms

In order to clarify the intent of the researcher, the following

operational definition of terms is provided:

Cooperative Education. A program of vocational education for

persons who, through written cooperative arrangements between the school

and employers, receive instruction including required academic courses

and related vocational instruction by alteration of study in school with

a job in any occupational field. These two experiences must be planned

and supervised by the school and employers so that each contributes to
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the student‘s education and to his or her employability (U.S. Congress,

1976, p. 11985).

Marketing Education. A vocational instructional program offered

in prebaccalaureate settings and designed to meet the education and

employment needs of persons who have entered or are preparing to enter

marketing occupations or occupations requiring competency in one or more

marketing activities (Lynch, 1983). ln some localities, marketing

education programs may be known as distributive education or marketing

and distributive education.

Marketing Teacher. A member of the secondary school faculty who

is responsible for the operation and administration of the marketing

education program in the local school. Generally, the job title of

"teacher—coordinator" is given to the marketing teacher since he/she

utilizes the cooperative education method of instruction and must

therefore coordinate students' learning activities occurring both in the

classroom and on—the—job. In addition to instructing high school

students, marketing teachers are sometimes responsible for planning and

implementing instructional offerings for adults. Specifically, the

marketing teacher's job responsibilities may be categorized into five

areas: (a) teaching, (b) coordination, (c) guidance, (d) operation and

administration, and (e) public relations. (A typical job description

appears in Appendix A).

Perceptions. Sensory impressions persons have of the world around

them. These impressions, often influenced by the beliefs and values
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held by the individual, create the individual's subjective experience

and can be shared with others through verbal reports (Bartley, 1958;

Rock, 1975). More specifically, for the purpose of this study,

perceptions refer to award recipients' unique interpretations, as

influenced by their beliefs and values, of the experience of being a

marketing teacher.

Successful Marketing Teachers. For the purpose of this study,

those secondary marketing teachers who have been recipients of an

annually presented, state-level teaching award in marketing education.

Teaching Award in Marketing Education. Public recognition for

teaching excellence in marketing education through an officially

sanctioned process utilizing a jury of peers and predetermined criteria.

Awards are presented annually, generally by the marketing teachers'

professional association in each state, to individuals selected as the

most successful or outstanding marketing teacher in their respective

states. Selection criteria normally fall into the following areas:

(a) instruction, (b) coordination, (c) guidance, (d) administration, and

(e) public relations. (Specific information relating to the teaching

awards given in North Carolina and Virginia were obtained from officers

in the marketing teachers' professional association in each state and

are presented in Appendix B).

Vocational Education. Prebaccalaureate instruction designed to

develop skills, abilities, understandings, attitudes, work habits and

appreciations encompassing knowledge and information needed by workers
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to enter and make progress in employment on a useful and productive

basis. At the secondary-school level, it is an integral part of the

total educational program, contributing toward the development of

students' physical, social, civic, cultural, and economic competencies

(Committee on Research and Publications of the American Vocational

Association cited in Roberts, 1971).

Sumary

This chapter, introducing the study, provides background

information related to the problem. Additionally, the chapter reveals

the following:

1. The purpose of the study was to develop a profile of the

successful secondary marketing teacher based upon perceptions of

teaching award recipients in marketing education.

2. Teaching awards are used as a criterion of teacher success in

marketing education. Participants in the study were recipients of the

annually presented, state—level teaching award in marketing education in

the states of North Carolina and Virginia.

3. Using a naturalistic inquiry paradigm, five research questions

(corresponding to the core categories of inquiry) guided the research.

4. This study is significant in that it has contributed to the

body of knowledge on marketing teacher effectiveness, and its results

may be used by teacher educators, school administrators, or education

policymakers to facilitate teacher success in marketing education.



CHAPTER TWO

REVIEW OF THE LITERATURE

A review of literature was undertaken to synthesize the findings

of previous relevant research, to provide additional evidence of the

importance of the study, and to identify information related to the

methodological issues involved in studying the problem. Specifically, a

search for relevant literature was concentrated in the following areas:

(a) Theories or Definitions of Successful Teaching, (b) Teacher Success

in Vocational Education, (c) Teacher Success in Marketing Education,

(d) Characteristics of Teachers who are Recipients of Teaching Awards,

(e) The Study of Perceptions in Marketing Education, and (f) The Use of

Qualitative Methods to Investigate Teachers‘ Perceptions.

Theories or Definitions of Successful Teaching

Teaching is the central process in education. It is the
social function through which societies foster achievement
of their educational objectives.... Teaching can have
great personal and emotional significance; a bad teacher can
confuse us and make us miserable. Teaching is also
intriguing as an object of scientific and artistic
contemplation in its own right - worth trying to understand
for the same reasons that we study the heavens or the
impressionists (Gage, 1984, p. 87-88).

Most likely there exists very few educational researchers, school

administrators, teachers, or parents who believe that it is pointless to

study teaching. Teaching and teacher quality have been topics of

research and thinking, perhaps for as long as there have been teachers.

"What makes a good teacher?" is a question that continues to intrigue

16
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educators, although variations of this question have been addressed in

the literature and research countless times.

Because of the efforts of many researchers and writers, Stow

(1986) has contended that there is a well—defined body of knowledge that

can be used to describe an effective teacher. Although teaching is

complex and no one set of teaching approaches can deal with all of the

complexities, recent studies, according to Stow, have identified the

basic competencies or skills that every teacher should possess. She has

condensed these competencies into three groups of critical teaching

behaviors: (a) planning, (b) instruction, and (c) management. In

addition to these groups, other behaviors relating to the interpersonal

aspects of the teaching/learning process have been identified by Stow.

Cruickshank (1986) has also synthesized recent studies on teaching

in order to develop a profile of an effective teacher. He has grouped

research findings into two general areas of teaching: (a) classroom

organization and (b) classroom management, but has maintained that

research also indicates some personal attributes of an effective

teacher. These teacher attributes include verbal fluency, enthusiasm,

self-confidence, confidence in student abilities, tolerance,

friendliness, awareness of student developmental levels, and the holding

of high expectations for students.

However, individuals who have attempted to define successful

teaching by reviewing and synthesizing findings from a wide variety of

studies, have typically produced very broad and general profiles or
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descriptions of the successful teacher. Even Cruickshank (1986) has

admitted that he condensed research findings "at the risk of comparing

apples and oranges, for indeed the studies reviewed and reported focused

on many different grade levels, content areas, pupil characteristics,

and teaching outcomes" (p. 85).

Ornstein (1976) has argued that successful teaching must be

studied in relation to three major variables · subject, students, and

setting. He has maintained that teaching cannot be reduced to a set of

predetermined behaviors, since there exists as many different kinds of

effectiveness as there exists different kinds of teachers, subjects,

students, and settings. Thus, different subjects by their nature

require teachers with different skills and traits; some teachers are

most successful when teaching certain subjects to certain students at

particular ages with particular abilities in particular settings.

Due to the variety and number of studies on teacher success and

effectiveness and the probable irrelevance of much or this research to

marketing education, this literature review does not attempt to examine

all that is known regarding teacher success in general. Rather, it

focuses on the research most applicable to the problem studied. Because

marketing education is a vocational instructional program and marketing

teachers assume a job role similar to that of other vocational teachers,

research related to vocational, as well as marketing teacher success, is

reviewed.
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Teacher Success in Vocational Education

A review of the studies included in Dissertation Abstracts

International since 1973 revealed that much research in vocational

education has dealt with the identification of teacher competencies.

For the most part, these studies have attempted to formulate sets of

basic competencies teachers should possess in order to complete

particular job tasks. The majority of research studies that have

actually determined the factors contributing or relating to vocational

teacher success have been concentrated in two instructional areas —

vocational agricultural education and trade and industrial education.

In vocational agricultural education, teacher effectiveness has

been studied in relation to a variety of variables. Henry (1973) found

a significant relationship between ratings of teachers‘ effectiveness

and particular educational experiences of teachers. To insure effective

teachers, Henry has recommended more opportunities for teachers to

update competencies and skills as well as additional emphasis on the

student teaching experience at the preservice level. A relationship

between job satisfaction and teacher performance was identified by Grady

(1984). A model consisting of both intrinsic and extrinsic job

satisfaction factors was developed to explain teacher performance, as

defined by supervisors' ratings and student achievement.

A study by Cvancara and Gallagher (1976) concluded that effective

teaching in vocational agricultural education is influenced by the
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student enrollment per teacher. When enrollment reaches a certain

level, it is impossible for the teacher to successfully perform job

responsibilities, especially those associated with the development and

supervision of agricultural experience programs. Bode's study (1972)

indicated that the criteria which may serve as predictors of

agricultural teacher success include the ability to maintain good

interpersonal relationships with others, dedication and industry,

comand of subject matter, varied and innovative teaching methods, and

involvement and cooperation in community activities.

Other studies in vocational agricultural education have compared

highly successful teachers with unsuccessful teachers. The findings

from one such study (Rheault, 1985) produced a profile of the effective

agricultural teacher consisting of a variety of teacher behaviors and

demographic items. In an earlier study, Schutz (1975) identified

professional and technical competencies that discriminated between less

successful and more successful teachers. Differences in professional

beliefs and philosophy among the least and most effective teachers were

investigated by Rush (1984). The most effective agricultural teachers

were found to identify more strongly with the philosophy adopted by

their professional organization.

As in vocational agricultural education, research in trade and

industrial education has demonstrated a relationship between teacher

effectiveness and the educational background and personality traits of

teachers (Goodman, 1974; Sormin, 1984; Wirasasmita, 1983). In addition,
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Swartz (1974) concluded that increased trade experience can have a

positive affect on the teaching performance of industrial education

instructors at the secondary level. Roberts and Becker (1976, 1978)

found that certain kinds of communication skills, especially a teacher's

delivery skills and the amount of time spent in direct contact with

students, were predictive of teaching effectiveness in industrial

education.

Rosenshine (1986) has presented the current research findings on

effective teaching which have particular significance for industrial

education and training. He has claimed that results of studies show

that a systematic, step—by—step method of instruction is most effective

for many subject areas, especially those identified with vocational

education. The effective teacher begins with a review of prerequisite

skills, relates the current material to past learning, and then teaches

the new material in small steps.

Research on successful teaching in other vocational instructional

areas includes a study by Gregg (1979) that explored the relationship

between teaching effectiveness and the perceived importance of and

amount of time spent on coordinating activities of vocational office

training teacher-coordinators. No significant relationships were

revealed. Another study conducted by Cooke (1978) found differences in

personality attributes between highly successful and least successful

vocational teachers of disadvantaged students.
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Studies in vocational education have demonstrated that effective

teaching can be distinguished from poor teaching. Successful vocational

teachers, therefore, may have unique characteristics, backgrounds,

abilities, and practices. However, the body of knowledge on vocational

teacher success is limited due to researchers' tendency to examine

easily-measured variables related to teacher effectiveness through the

collection and analysis of quantitative data. When reviewing the

research, it is clearly evident that different approaches to examining

excellence in vocational teaching are needed.

Teacher Success in Marketing Education

Not unlike other instructional areas within vocational education,

there is a lack of information in marketing education regarding teacher

success. Yet, there also exists little knowledge of the characteristics

and experiences of marketing teachers in general. Two studies (Daggett,

1974; Isenburg, 1977) have examined characteristics related to the

background or education of marketing teachers. Olson (1967) and Little

(1972) studied the job satisfaction and personality characteristics of

marketing teachers, while Plessman (1985) actually grouped secondary

marketing teachers by their personality profiles in order to investigate

variations in satisfaction among personality groupings.

Most of the research on teacher behavior and characteristics in

marketing education has attempted to identify the competencies or

knowledge necessary for teachers to successfully perform job tasks and
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provide appropriate instruction (Cotrell, 1971; Crawford, 1967; Eggland,

1976; Graziano, 1974; Hogan, 1977; Parker, 1979; Renshaw, 1976; Strate &

Brorson, 1976; Williams, 1977). But, these studies typically generated

lists of competencies by requesting a general sample of marketing

teachers to rank the importance of selected tasks or competencies.

Teachers, without any attempt to determine their effectiveness, were

used in such studies, often along with state and local supervisors and

teacher educators in marketing education.

Only a few researchers have tried to identify characteristics of

successful teachers by actually studying teachers recognized or rated as

successful. Foust (1979) correlated measures of teacher effectiveness

with competency-based examination scores and selected teacher

characteristics including total months of occupational experience in

marketing, years of teaching experience in marketing education, and

amount of education. No significant relationships were found. Earlier,

a study had been conducted by Turner (1974) to determine whether a

predictive relationship existed between particular teacher

characteristics and teacher effectiveness. The population of this

study, however, was restricted to marketing teachers in programs

designed for disadvantaged students. Personality characteristics, sex,

and years of teaching experience were correlated with principals'

ratings of the teachers' effectiveness, but only one predictive

relationship was discovered. The most effective teachers were found to

be more active and robust.
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Two studies (Carter, 1972; Vredenburg, 1975) have compared the

characteristics or performance of successful marketing teachers with

that of teachers identified as unsuccessful or ineffective. The purpose

of Carter's research was to determine how the most successful teachers

differed from the least successful teachers in the performance of

critical tasks and in professional qualifications. Students rated the

most successful teachers higher than the least successful ones on all

tasks; however, the professional qualifications of teachers, including

belief systems, educational preparation, occupational experience, and

teaching experience, failed to provide indicators of teacher success.

Likewise, Vredenburg (1975) undertook his study to determine if

any differences existed in program, coordination, and curriculum between

effective and ineffective marketing teachers. Findings indicated that

teachers rated effective by training sponsors utilize some coordination

practices and student recruitment methods that ineffective teachers do

not. Most notably, effective marketing teachers tend to use 50 to 75%

of their released time for coordination and their primary method of

recruitment is the teacher—student conference.

This review of literature has revealed the scarcity of studies

investigating characteristics of teachers, in particular successful

teachers, in marketing education. Obviously, much can be gained through

additional research which attempts to describe the outstanding marketing

teacher.
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Characteristics of Teachers who are Recipients of Teaching Awards

Although this study is not concerned specifically with teaching

awards, they are used as a criterion of teacher success and thus warrant

research attention. However, after an extensive literature search

revealed few research studies, it was concluded that recipients of

teaching awards have not represented an area of great research interest

in education. Not one study regarding recipients of teaching awards in

either marketing education or vocational education was uncovered. In

fact, only two studies were discovered that examined teaching award

winners below the college level.

The first of these studies was done by Brown (1970) in order to

explore the relationship of perceptual theory to teacher effectiveness.

Using a criterion group of elementary and secondary teachers who had

been finalists in the U.S. Jaycee “Outstanding Young Educator"

competition and a comparison group of randomly selected teachers, Brown

established that effective teachers differed from less effective

teachers in regard to their perceptions of self, purpose and process of

learning, and appropriate methods.

In the second study, Tursman (1981) interviewed National Teacher

of the Year award winners for the years 1971 through 1981 in order to

identify characteristics of effective teaching. Tursman found that

these Teachers of the Year agreed for the most part on what makes an

outstanding teacher. They viewed good teachers as flexible, student-
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centered, both democratic and authoritative, as well as actively

involved both in and outside the classroom. The successful teacher was

also perceived as one who continues to grow personally and

professionally, not hesitating to abandon old methods to try new

approaches. These award-winning teachers perceived themselves as

facilitators of learning rather than "conveyors of content"; they

reported that through their own experiences they had found that learning

occurs in a supportive, not a competitive, environment.

The remainder of the literature found on recipients of teaching

awards dealt with college and university teachers. Ahern (1969) and

Goldsmid, Gruben, and Wilson (1977) surveyed recipients of distinguished

teaching awards at institutions of higher education in order to

determine what characteristics they possessed. Four studies (Andrew,

1970; Irani, 1976; Kelly & Kelly, 1982; Sanders, 1981) have examined the

opinions, attitudes, or perceptions of recipients of college teaching

awards. Sanders as well as Kelly and Kelly were the only researchers to

use in-depth interviewing in order to identify common characteristics of

recipients.

Sanders (1981), who studied the perceptions of 10 winners of

college teaching awards regarding their teacher role, concluded that

these professors shared the following characteristics: (a) the ability

to personalize classroom instruction, (b) a clear understanding of the

nature and needs of their students, (c) the capacity to form and enter

into good interpersonal relationships with students and colleagues, and
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(d) the acceptance of teaching as an important responsibility and

commitment to fulfilling that responsibility with distinction.

Similarly, Kelly and Kelly (1982) sought opinions of nine

professors who were award recipients in order to determine their

teaching styles and practices. The participants in this study were

found to have enthusiasm for teaching, students, and their subject

matter. They liked students and had an interest in their achievement.

Additionally, they viewed teaching as something enjoyable and fun,

injected humor into their instruction, and many even compared teaching

to a theatrical performance.

Though few in number, some studies have used teaching awards as a

criterion of teacher success. In spite of this lack of research, it has

been demonstrated that some common elements do exist among teaching

award winners, thus suggesting that successful teachers may share common

experiences, practices, motivations, and abilities.

The Study of Perceptions in Marketing Education

In this study, the perceptions of award—winning marketing teachers

were investigated in order to develop a profile of the successful

teacher in marketing education. The inquiry into the perceptions of

particular individuals or groups of individuals has formed the basis for

numerous research studies in education. Perceptions have been of

interest to many researchers since they are an indicator of one's

beliefs and values, which in turn, direct one's behavior. The
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perceptions of teachers or other individuals, therefore, can be viewed

as a complex system of the cognitions, feelings, and action tendencies

which guide individual behavior (Litchford, 1977).

Much research in marketing education has been conducted to

determine the perceptions of various individuals toward different

aspects or phases of marketing education. Levere (1976) and Rury (1983)

studied the perceptions of students regarding secondary marketing

teachers and marketing education programs, respectively. Employers‘

perceptions of the coordination and cooperative education phase of

marketing education were identified by both Hutt (1975) and Litchford

(1977). Several researchers have attempted to determine differences in

perceptions among various groups of marketing education and school

personnel, as well as students and parents, regarding some facet of the

marketing education program (Ayres, 1979; Davis, 1974; Foster, 1982;

Gordon, 1978; Gregar, 1983; Hansen, 1975; Holt, 1978; Klewer, 1982;

Searle, 1977).

However, only two studies have examined specifically the

perceptions of secondary marketing teachers. Amos (1974) examined the

perceptions of marketing teachers regarding the functions of local

advisory comittees, while Husted (1977) reported teachers' perceptions

of their role in guidance and counseling. No studies in marketing

education have investigated teachers' perceptions of their own personal

abilities, motivations, experiences, or practices. This study, however,

explored the teacher's belief system by identifying their perceptions of
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themselves and their work.

The Use of Qualitative Methods to Investigate Teachers' Perceptions

With only a few exceptions, researchers in marketing education

have determined perceptions through the use of standardized mail

questionnaires and statistical analysis. Quantitative research is the

dominant methodology in educational research. According to Rist (1977),

"It has been more widely published, taught, accepted, and rewarded in

educational research circles than any other approach" (p. 42). But,

many researchers have begun to recognize that no one methodology can

address all questions or provide insights on all issues. Whereas

quantitative research relies on the use of instruments that provide a

standardized framework in order to limit data collection to

certain predetermined response or analysis categories, qualitative

approaches allow the researcher to interact with the persons being

studied in order to learn and experience their values, beliefs, behavior

patterns, motives, and emotions (Chadwick, Bahr, & Albrecht, 1984;

Patton, 1980).

A qualitative research strategy, therefore, is quite appropriate

for use in the determination of perceptions. It can capture what

individuals have to say in their own words. "Qualitative measures

describe the experiences of people in depth. The data are open—ended to

find out what people's lives, experiences, and interactions mean to them

in their own terms and in their natural settings" (Patton, 1980, p. 22).
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Therefore, qualitative researchers are concerned with what are called

participant perspectives. They search for “meaning" or, in other words,

the ways particular people make sense out of their lives (Bogdan &

Biklen, 1982).

Instead of measuring and correlating teacher behavior through the

use of student tests of achievement or rating scales, Ornstein (1976)

has maintained that research on teaching needs to become more relevant

to the teacher‘s experience. This study was an inquiry into the

perspective of the outstanding marketing teacher and, thus, a

qualitatively—oriented approach was taken in order to gain an in—depth

understanding of the experience of being a successful teacher. Other

researchers have also utilized qualitative methods in determining the

perceptions of teachers. Because of this type of research, there is

some knowledge of why teaching is as it is.

Burden (1979) gained an understanding of the influences on

teachers' personal and professional development through a qualitative

study of teachers' perceptions of their development since they started

teaching. Data were collected through lengthy focused interviews with

15 public school teachers. ln a similar type of study, Blase and

Greenfield (1982) employed in—depth interviews to answer the question:

"What does it mean to be a high school teacher?" A limited sample of

public secondary teachers were asked to relate their perceptions of

their work.
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Some researchers have chosen qualitative approaches in developing

perception—based profiles of successful teachers. Cotrell (1982)

selected such an approach in her study of six experienced, successful

teachers because she believed a questionnaire could not capture the

complexity of a teacher‘s experience. After interviews with the

teachers, Cotrell presented portraits of each, consisting of

comprehensive descriptions of the teachers, their attitudes, feelings,

and behavior. In another study (Marchand, 1982), the life experience

comonalities as well as the basic personality characteristics that

exist among successful teachers were identified through an investigation

of the perceptions of five successful teachers. Like Cotrell, this

researcher determined that a qualitative paradigm would offer the most

effective method of generating data.

As mentioned earlier in this chapter, both Sanders (1981) and

Kelly and Kelly (1982) conducted qualitatively oriented inquiries into

the perspective of the outstanding university professor. Sanders'

study, in particular, revealed distinct teaching role orientations in

addition to a set of common teacher characteristics. Findings were

produced through the analysis of in—depth interview data from a small

sample of teaching award recipients.

Though quantitative research is by far the more common approach to

solving problems and obtaining new information related to teaching and

teachers, qualitative research is perhaps the most effective method of

learning teachers‘ perceptions. The qualitative approach was the most
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appropriate strategy for this study since it enabled this researcher to

view and experience the successful teacher‘s perspective in an in—depth

manner, which cannot normally be obtained via quantitative techniques.

Summary

This chapter provides a basis for conducting a study whose purpose

was to develop a perception-based profile of the successful teacher in

marketing education. The literature related to the study reveals the

following:

1. Although a multitude of studies have attempted to explain

teacher effectiveness or success, such research has been scattered over

a variety of instructional levels and content areas. Thus, those

researchers who have compiled and synthesized findings from this diverse

group of studies have created very general profiles of the outstanding

teacher which probably lack relevance to such unique instructional areas

as marketing education.

2. The research on vocational and marketing teacher success is

inadequate in developing a profile of the successful secondary marketing

teacher.

3. Teaching awards have been used as a criterion of teacher

success, and studies examining award recipients have produced lists of

the common characteristics shared by such teachers.

4. No research in marketing education has investigated the

perceptions of teachers regarding their abilities, motivations,
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experiences, or teaching practices.

5. A qualitative research strategy is quite appropriate for

determining teachers' perceptions since it allows for interaction with

the persons under study and can reveal the individual meaning of one's

experiences, motives, and behavior. Researchers have developed profiles

of the successful teacher through qualitative inquiries into teachers'

perceptions of themselves and their teaching.



CHAPTER THREE

RESEARCH METHODOLOGY

The research procedures and methods used to develop a profile of

the successful secondary marketing teacher, based upon the perceptions

of teaching award recipients in marketing education, are described in

this chapter and are categorized as follows: (a) Research Design,

(b) Data Collection, (c) Sample Selection Process, (d) Treatment of the

Data, (e) Criteria for Judging the Quality of the Research Design, and

(f) Preparation of the Researcher.

Research Design

A naturalistic inquiry paradigm using the case study approach was

the research design selected for this study. Qualitative designs are

naturalistic because the researcher does not attempt to manipulate the

research setting. Naturalistic inquiry, as described by Guba (1978), is

a discovery—oriented approach which minimizes investigator manipulation

of the research setting and places no prior constraints on what the

outcomes of the research will be. Therefore, this type of inquiry

represents an inductive as opposed to a deductive approach; the

researcher must remain open to whatever emerges from the data.

Qualitative and naturalistic inquiry research designs require that

the investigator get close to the people or situations being studied in

order to gain an in—depth understanding (Patton, 1980). Wolf and Tymitz

(cited in Guba, 1981) have defined naturalistic inquiry as:

34
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An inquiry mode aimed at understanding actualities, social
realities, and human perceptions that exist untainted by the
obtrusiveness of formal measurement or preconceived
questions.... Naturalistic inquiry attempts to present
"slice of life" episodes documented through natural language
and representing as closely as possible how people feel,
what they know, how they know it, and what their concerns,
beliefs, perceptions, and understandings are (p. 78).

The most effective way to get close to the individual being

studied through naturalistic inquiry is believed by many researchers to

be the case study approach. Runyan (1982) has stated:

For the particular purpose of testing causal
generalizations, case studies unquestionably do have
limitations.... For other purposes, however, the case
study may be the single most effective method. If one's
purpose is to describe the experience of a single person, to
develop interpretations or explanations of that experience
. . . then the case study is an extremely useful one (p. 125).

Thus, case studies are primarily useful in describing an

individual's experience and in developing interpretations of that

experience. The case study has been defined by Bromley (1977) as "a

reconstruction and interpretation, based on the best evidence available,

of part of the story of a person's life" (p. 163). Since this study

examined the experience of being a successful marketing teacher, the

interpretive form of the case study was employed in order to describe

and interpret the perceptions of individuals regarding their

professional lives as teachers.

When there is a lack of theory or existing theory does not

adequately explain a phenomenon, Merriam (1988) has maintained that the

case study researcher can gather information for the purpose of making
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interpretations about the phenomenon. The interpretive case study

provides rich, thick descriptive data that may be used to develop

conceptual categories explaining the area of study. In this study, a

profile of the successful marketing teacher was developed from the

conceptual categories that emerged in the data.

Each individual in the study represented one case study, thus the

study as a whole utilized a multiple—case design. According to Yin

(1984), one advantage of the multiple—case design in comparison to the

single-case design is that the evidence from multiple cases is often

more compelling and the overall study is, therefore, regarded as being

more robust. The use of multiple cases also makes it possible to go

beyond description; the cases may be compared and contrasted in order to

develop explanations or interpretations (Bogdan & Biklen, 1982).

Data Collection

A primary method of collecting qualitative data is the open—ended

interview. As Patton (1980) has contended, the fundamental principle of

qualitative interviewing is to provide a framework within which

respondents can express their own understandings in their own terms.

"The purpose of open-ended interviewing is not to put things in

someone's mind, but rather to access the perspective of the person being

interviewed" (Patton, p. 196).

ln this study, semistructured, open—ended interviews were

conducted with the participants. An interview guide, a list of
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questions to be explored during each interview, was used in order to

make sure that the same information was obtained from each participant,

as well as to help the researcher best use the limited time available in

the interview session. (The interview guide appears in Appendix C.) An

additional instrument, a teacher profile questionnaire, was used to

obtain background and demographic information from each participant.

Though it did not enter into the formal analysis of data, this

questionnaire provided a general description of the participants for the

case report. (The questionnaire is presented in Appendix D.)

Both instruments were developed through a review of relevant

research. Specifically, research instruments from Burden‘s study (1979)

of teachers' perceptions of their personal and professional development

as well as instruments from studies examining the opinions, attitudes,

or perceptions of recipients of college teaching awards (Ahern, 1969;

Kelly & Kelly, 1982; Sanders, 1981) were utilized in the development of

both the interview guide and teacher profile questionnaire.

Additionally, both instruments were pilot tested during practice

interviews conducted by the researcher. Revisions in the instruments

were made as a result of these interviews.

Individual arrangements were made with each participant to

guarantee an adequate and convenient setting for the interview. An

attempt was made to provide a setting that was quiet and free from

distraction and in which the respondent could be physically comfortable.
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Although the researcher took notes during the interviews, it was

impossible to write down everything that was said. Therefore, each

interview session was audio—tape recorded and transcribed. This allowed

the researcher to be more attentive during the interviews, as well as

enabling a closer analysis of the data.

Sample Selection Process

Qualitative researchers cannot interview everyone with any bearing

on the topic of research; therefore, limits must be set and directions

focused. Merriam (1988) has contended: "Since generalization in a

statistical sense is not a goal of qualitative research, probabilistic

sampling is not necessary or even justifiable in qualitative research"

(p. 47). This researcher, utilizing a nonprobabilistic sampling

strategy, focused on successful secondary marketing teachers, or more

specifically, recipients of a teaching award in marketing education.

Patton (1980) has suggested the use of purposeful sampling, the

most common form of nonprobabilistic sampling in qualitative research,

when the intent is to learn and understand something about certain

select cases. This sampling strategy is based on the assumption that

the researcher must choose a sample from which the most can be learned

regarding the area of study (Merriam, 1988). Schatzman and Strauss

(1973) have referred to this type of strategy as selective sampling,

stating that it is a practical necessity. The sample is shaped by the

time available to the researcher, the research framework, the
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researcher‘s interests, and any other restrictions placed upon the

researcher. Purposeful sampling is also known as criterion-based

sampling. According to Goetz and LeCompte (1984), criterion-based

sampling involves the establishment of criteria, bases, or standards

necessary for participants to be included in the study.

Purposeful sampling was used to select the participants for this

study. The final sample was obtained using the following criterion: a

participant had to be a recipient of the annually presented, state-level

teaching award in marketing education in the state of North Carolina or

Virginia. Since it was not feasible, due to financial and time

constraints, for this researcher to travel throughout the U.S.

interviewing all teaching award recipients in marketing education, these

two states were chosen because they were geographically accessible and

had well—established award programs.

After contacting the state supervisor of marketing education in

North Carolina and the president of the marketing teachers' professional

organization in Virginia, a list of all past recipients was obtained.

This list consisted of 4 teachers in North Carolina, award recipients

from 1983 to 1986, and 7 teachers in Virginia, award recipients from

1980 to 1986. Thus, the final sample consisted of 11 teachers.

Each of these 11 award recipients was sent a letter, cosigned by

the researcher and her major advisor requesting his or her participation

in the study. (A sample letter sent to recipients is presented in

Appendix E.) The letter was followed by a phone call at which time an
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interview date and location was set.

Treatment of the Data

Data collected from the interviews were analyzed according to

tenets associated with the constant comparative method, a technique for

analyzing qualitative data developed by Glaser and Strauss (1967).

Constant comparative analysis, an inductive procedure, focuses on

identifying themes or categories that can assist in generating theory.

Bogdan and Biklen (1982) have advocated this method as an important way

to control the scope of data collection and to make multiple—case

studies theoretically relevant. The constant comparative method was

chosen for this study since it allowed the researcher to suggest many

hypotheses about marketing teacher success. These hypotheses formed the

basis for a profile of the successful marketing teacher.

Merriam (1988) has stated that qualitative data analysis is

actually the process of making sense out of one‘s data. During

analysis, data are compressed, consolidated, reduced, and then

interpreted. Initially, all data should be gathered together and

organized topically or chronologically in a case data base or case

record. This researcher created a case data base by categorizing the

data according to the five research questions. Therefore, the following

core categories were established: (a) teacher preparation, (b) personal

motivations and abilities, (c) students, (d) professional roles and

practices, and (e) teaching environment. The data in each core category
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were analyzed individually.

Goetz and LeCompte (1984) have suggested that the case study

researcher begin analysis by reading the case data base and making

observations or notations that highlight the most striking parts of the

data. These notes help organize, integrate, and synthesize data while

serving as a primitive outline into which data are sorted initially.

Glaser and Straus (1967) referred to this notation process as memo

writing and advocated it as a way of recording insights, ideas, or

impressions of the researcher that may occur spontaneously. Thus, the

actual analysis began with the researcher reading through the case data

base from beginning to end, jotting down notes and coments in the

margins. At the same time, a separate list of major ideas and themes

under each core category was developed. This list served as an outline

for sorting data into conceptual categories, described by Glaser and

Straus as concepts indicated by the data.

In the next stage of analysis, Lincoln and Guba (1985) have

advocated the unitizing of data which they define as the process of

identifying units of information that aid in defining categories. A

unit of data is a phrase, sentence, or paragraph that represents the

smallest piece of information that can stand by itself and be

interpreted without any additional information. A number should be

assigned to each emerging category, and then units of data in the case

data base illustrating the category can be coded in the margin. When

coding a unit for a particular category, Glaser and Strauss (1967) have
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suggested that the researcher compare it with other data previously

coded in the same category. This researcher began to form conceptual

categories through this process of comparing and coding units of data.

A numbering system was devised to group units into the emerging

categories. Each unit of data was enclosed in brackets and coded in the

margin with a number corresponding to the conceptual category it

illustrated.

Darkenwald (1980) has maintained that investigators search for

categories by examining the data for strategic commonalities and

differences. During this process of comparison, more and more

categories emerge while data also surface that fit existing categories.

As additional categories develop, former ones may be eliminated or

modified. Glaser and Strauss (1967) have stated that a progression

occurs as the coding of data continues. The categories become

integrated and a reduction of the original list of categories should

take place as the mass of qualitative data becomes better ordered and

more compact. Theoretical saturation occurs at the point when new or

uncoded data no longer contribute new information, but only add to the

bulk of coded data. According to Guba and Lincoln (1981), when one is

satisfied with the set of categories derived from the data, these

categories can be made more robust by searching through the data for

more and better units of relevant information.

This researcher developed the final conceptual categories by

examining the 11 cases for similarities and differences. As conceptual



43

categories emerged, a matrix was created for each core category. Units

of data were recorded and displayed in the matrix according to

participant and conceptual category. The use of the matrix assisted in

the integration and reduction of conceptual categories and,

additionally, made cross—case comparison easier. Once the set of

conceptual categories in each core appeared complete, the researcher

went back through the data looking for more information to either

reinforce or challenge the findings. The "double—checking" process

helped to refine the categories and make them more robust.

The final stage of the constant comparative method is the writing

of theory; at this point, the coded data have produced an analytic

framework containing a reasonably accurate statement of the study area

(Glaser & Straus, 1967). The aim of this study, however, was not to

actually create a theory of teacher success, but to develop a profile of

the successful marketing teacher. Therefore, the final step in analysis

was to write the case report consisting of a perceptual profile of the

successful marketing teacher. This profile lead to a set of conclusions

representing hypotheses that may be tested or used in the development of

theory.

Criteria for Judging the Quality of the Research Design

The quality of any given research design can be judged according

to the following logical tests (Kidder cited in Yin, 1984, p. 36):
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Construct validity: establishing correct operational measures for

the concepts being studied.

Internal validity: establishing a causal relationship, whereby

certain conditions are shown to lead to other conditions, as

distinguished from spurious relationships.

External validity: establishing the domain to which a study's

findings can be generalized.

Reliability: demonstrating that the operations of a study, such

as the data collection procedures, can be repeated with the same

results.

In case study research, there are tactics for dealing with these tests

and, therefore, this study attempted to incorporate such practices.

Construct Validity

The first test is a problem in case study research since critics

often point to the fact that the researcher does not develop a

sufficiently operational set of measures and that subjective judgments

are involved in data analysis. To address this methodological problem,

Yin (1984) has recommended two techniques · the maintenance of a chain

of evidence and the review of data by respondents.

A chain of evidence allows an external observer, such as the

reader of the case report, to follow the derivation of any evidence from

initial research questions to ultimate case study conclusions. This

observer should be able to trace the steps in either direction - from

conclusions back to the research questions or from questions to
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conclusions. The process should be tight enough that evidence presented

in the case study report is the same evidence gathered during the data

collection stage. No original data should be lost or discarded through

carelessness or bias and, therefore, fail to receive appropriate

attention in the analysis of the case.

This researcher created a chain of evidence by establishing a case

study data base consisting of research questions, transcripts of all

interviews, documentation of coding and memo writing procedures, and of

course, the final case report. In addition, the case report made

sufficient citation to the other relevant portions of the data base.

The conceptual categories presented in the case report are supported by

illustrative verbal accounts taken from the actual interview

transcripts.

To further validate the data, an interview transcript was sent to

each respondent. The respondent was asked to review the transcript and,

during a later telephone interview, give a reaction of agreement or

disagreement. Revisions of the data were made accordingly.

Internal Validity

According to Goetz and LeCompte (1984), the following advice from

Cook and Campbell is applicable to qualitative as well as quantitative

researchers:

Estimating the internal validity of a relationship is a
deductive process in which the investigator has to
systematically think through how each factor may have
influenced the data.... In all this process, the
researcher has to be his or her own best critic, trenchantly
examining all of the threats he or she can imagine (p. 228).
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In a qualitative study, the process is also inductive; the

researcher must reveal sources of bias or contamination as the study

proceeds, instead of waiting for post hoc analyzes. Yin (1984) has

suggested that threats to internal validity be addressed during the

process of explanation—building in case study data analysis. According

to Glaser and Strauss (1967), the constant comparative method's

requirement of keeping track of one's ideas through memo writing

increases the probability that the explanations or theory generated will

be well integrated and clear, since the analyst is forced to make

theoretical sense of each comparison.

During analysis, the researcher considered any bias or rival

explanations. By precisely detailing the many similarities and

differences of the various cases through coding and memo writing, this

researcher revised conceptual categories as evidence from one case was

compared to previous cases. Furthermore, the use of a matrix to record

units of data helped integrate and reduce conceptual categories,

facilitating cross-case analysis and accurate interpretation of the

data.

External Validity

Case study research does not rely on statistical generalization.

A case study approach is chosen because one's goal is to understand the

particular individual or situation in depth, not because one wants to

know what is generally true of the many (Merriam, 1988). Cronbach

(1975) has suggested that the notion of generalization in social science
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research be replaced with working hypotheses; generalizations decay in

time and, therefore, should not be the researcher's aim. However, Guba

(cited in Patton, 1980) has proposed that a qualitative researcher do

what is possible to establish the generalizability of the findings.

"But in the spirit of naturalistic inquiry he should regard each

possible generalization only as a working hypothesis, to be tested again

in the next encounter and again in the encounter after that" (p. 281).

One tactic for enhancing generalizability is to select a multiple-case

design and conduct cross—case analysis (Merriam, 1988; Yin, 1984).

In striving for generalizability, this researcher decided to

include every case within the selected boundaries of the study, or

rather, every recipient of a marketing teaching award in North Carolina

and Virginia. Therefore, a multiple—case design was utilized and cross-

case analysis was made possible.

Reliability

To ensure reliability when using a case study approach, Yin (1984)

has recommended the development of a case study data base. The

researcher should also document every step of the study, progressing

through the research as if someone was always looking over his or her

shoulder. However, Merriam (1988) has warned that qualitative research

attempts to describe and explain the world as those in the world

interpret it. "Since there are many interpretations of what is

happening, there is no benchmark by which one can take repeated measures

and establish reliability in the traditional sense" (p. 170). This
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researcher developed a case study data base and has maintained all

interview transcripts and records of data analysis so that others may

check for reliability or another researcher can replicate the study.

Preparation of the Researcher

Before any data were gathered, the researcher conducted two

practice interviews. The participant in each interview was a secondary

marketing teacher in Virginia who had not received the state-level

teaching award, yet who had been selected as a finalist in the award

competition.

The purpose of these practice sessions was twofold. The first

purpose was to pilot test both the interview guide and the teacher

profile questionnaire. Respondents were requested to review the clarity

of the questions as well as to assess their ability to respond

effectively to the questions, especially those included in the interview

guide. Suggestions for improvement were solicited and appropriate

revisions made.

The second purpose was to provide the researcher with practice in

data collection and data analysis skills. According to Rist (1973), the

accuracy of the investigator's data is often challenged due to a lack of

skills. These deficiencies of the researcher can lead to distorted

descriptions, findings, and interpretations.
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Summary

This chapter describes the research design for this study,

naturalistic inguiry using a case study approach. Additionally, this

chapter reveals the following:

1. The interpretive form of the case study was employed in order

to describe and interpret the perceptions of teaching award recipients.

2. Semistructured, open-ended interviews, utilizing an interview

guide, were used to determine the perceptions of respondents.

3. Purposeful sampling was the appropriate strategy for choosing

participants in the study.

4. Tenets associated with the constant comparative method of data

analysis were utilized in generating conceptual categories that formed

the basis for the profile of the successful secondary marketing teacher.

5. Various tactics were employed by the researcher to deal with

the tests of construct validity, internal validity, external validity,

and reliability.

6. Practice interviews provided an opportunity to test the

interview guide and teacher profile questionnaire as well as helped the

researcher strengthen her skills in data collection and analysis.



CHAPTER FOUR

RESEARCH FINDINGS

The research findings are presented in this chapter in the form of

a case report and are divided into two sections: (a) Background and

Demographic Profile of the Participants, and (b) Perceptual Profile of

the Successful Secondary Marketing Teacher.

Background and Demographic Profile of the Participants

Background and demographic data on the teaching award recipients

in marketing education are included in the case report in order to

provide a general description of the participants in the study. These

data did not enter into the formal analysis. To protect the

participants' identities in the presentation of this profile and the

case report, code letters ranging from A to K were randomly assigned to

the teachers. (The background and demographic profile appears in

Täüelj

Perceptual Profile of the Successful Secondary Marketing Teacher

The perceptions of the teachers participating in this study were

organized and coded into the following five core categories established

by the research questions: (a) Teacher Preparation, (b) Personal

Motivations and Abilities, (c) Students, (d) Professional Roles and

Practices, and (e) Teaching Environment. The profile presented in this

section consists of the conceptual categories that emerged in each core

50
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category through constant comparative analysis. (Refer to Table 2 on

page 98 for a summary of the perceptual profile.) Each conceptual

category in the profile includes a description consisting primarily of

illustrative verbal accounts of the teachers.

The conceptual categories in each core category are presented in

the order of dominance; the first conceptual category presented was the

strongest to emerge through the analysis of data. Though each

conceptual category is unique, the categories are interrelated.

Therefore, some overlapping of the categories and their descriptions may

be evident throughout the case report.

Teacher Preparation

The analysis of the teachers' perceptions regarding their teacher

preparation revealed six conceptual categories.

Satisfaction with Marketing Teacher Preparation. whether teachers

received an undergraduate degree in marketing education or completed

courses for teacher certification after graduating from college, their

teacher preparation in marketing education was generally viewed as a

positive and worthwhile experience. Some teachers perceived their

training as extremely thorough. Teacher B remarked:

I don‘t know of anything that I didn‘t learn. I feel like I
had a good teaching experience, and I wouldn't say that
there was much that was left out. I thought it was very
adequate.

The same view was voiced by Teacher E:

I can‘t think of a thing that I would change as far as my
undergraduate preparation is concerned. It was outstanding
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. . . we did it all or were given the opportunity.

Other teachers recognized some room for improvement in their

preparation, yet believed their training was better than what other

teachers had received. Teacher A expressed this view in the following

manner:

It could have been better, but then again, probably in
comparison to what is out there, it was probably very good.

Although identifying some weaknesses in teacher training, Teacher C

stated:

I think I was as prepared or better prepared than a lot of
teachers I‘ve seen come out. I think my training was good.

A few teachers have come to view their preparation more favorably

over the years. For example, Teacher K commented:

I just feel better about it all the time. I feel that they
really gave us good preparation.

Teacher F stated:

I really didn‘t think some of the material would ever be
important. I wish I had paid more attention . . . because I
see the value of it, the hindsight syndrome.

Generally, teachers felt comfortable and confident going into

teaching because of their preparation. Teacher C remarked:

I felt comfortable about it. I felt good about what I had
been taught to do.

Teacher H, who completed state certification courses after teaching for

a short period, explained how the coursework built confidence:

It certainly turned it around when I went back and went into
the classroom again. I was a lot more confident. I knew
where I was going.
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Real-World Orientation. The practical experiences were perceived

to be the most valuable aspect of the teachers' preparation. The

coursework or learning activities directly related to the "real-world"

or "real—life" classroom were viewed as more beneficial than theory or

liberal arts courses. Teacher G expressed this view:

The marketing education courses were very, very useful.
That instruction has been relevant to what I use daily here
in the classroom.... I have to say the liberal arts were
the least helpful courses. I think that those pertaining
closely to the marketing education field are more helpful to
us here.

Teacher J also supported this viewpoint:

The simulation activities, getting up in front of a group,
preparing a lesson, presenting it, and seeing others do it,
were the most valuable. Of course, the student teaching
brought it all together. One of the least valuable, the
foundations of education course, which was basically
history, was taught by a very good instructor, but not a
whole lot of practical use; more for appreciation.

Many teachers, like Teacher J, commented on the value of project

V or activity—oriented coursework as opposed to purely theory or textbook-

oriented courses. Teacher B probably expressed it the best:

I learned the most in the in-depth courses that we had in
the various areas of marketing, and the fact that they were
very project-oriented. . . making us go out into the schools
and do visitations and not just do all book work. I would
say student teaching was number one because you were put
into a real situation and you had to learn how to deal with
the problems that you‘d be facing everyday as a teacher.
And, you didn‘t get a little ivory tower view of what should
be and shouldn‘t be.

Teachers emphasized the importance of coursework related to the

daily tasks of a teacher, such as the operation of audiovisual
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equipment. Teacher D stated:

We have to use audiovisual aids. The best course I had and
the one I have used the most is an audiovisual course — how
to use different projectors and so forth. It has really
come in handy.

Teacher F shared this view:

One of the things that has helped me is a course that I took
in audiovisuals. I use a lot of different delivery systems,
be it motion pictures, slide presentations, or overhead
projectors. I think that has helped me as far as going out
there and teaching adult classes.

Besides practical activities related to teaching, "real—world"

experiences in marketing were viewed as beneficial. Teacher K remarked:

I think that I found that my work experience that I had was
really beneficial to me - all of it that I had, the whole
conglomerate, starting back when I worked in my daddy's
store. Those things helped me as far as applying the things
that I had learned in my classes.

Teacher D made the following coments:

I was glad that I had the background in business and
marketing, because if I hadn't, I would have had plenty of
problems. I really wasn't taught that much except the
textbook way of doing things and that doesn't always work in
the classroom.

Several teachers, in retrospect, comented on how they would have

preferred more practical, "real-classroom" experiences in their

preparation. Teacher A stated:

I think as far as my experience. . . they needed more small
doses of teaching — to get out in the classroom and do just
one presentation on one day just to get that feel for what
it's like before you're thrown into student teaching. I
think something like that would have been more beneficial
than just staying in the classroom and hearing someone
lecture.
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Teacher B agreed:

The only thing that I think might have been improved would
have been a longer period for student teaching.

Teacher C also supported this view:

I think I had a real rude awakening [during student
teaching]. I would have liked to have seen them putting me
in the classroom more.

Integration of Technical Content and Pedagogy. Another important

facet of teacher training was perceived to be the integration of

marketing content and teaching methods or skills. The teaching award

recipients viewed the learning of both content knowledge and pedagogy as

extremely critical to their success. They tended to feel that these two

areas go hand-in-hand, and if one had been eliminated in their

preparation, they would not have been adequately trained for teaching

marketing. Teacher I stated this view:

I think the education courses [were helpful]. If you're
going to be a teacher, you need the education courses to
know how to teach. You also need the marketing and business
courses so that you get the background for the material that
you're going to teach. So, I think you need all of them. .
. . To say one is more prevalent than the others, I find
that rather difficult to do.

Teacher J also expressed this viewpoint:

The marketing education courses [were the most helpful].
However, the marketing education courses would have not been
as valuable without the business and marketing courses to go
with them.

Teachers commented on how preparation in marketing content alone

was not enough; they benefited from learning how to present subject
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matter through lesson planning and instructional methods. Teacher K

explained it this way:

I think when it comes to teaching it [subject matter] to
students, you need to have more than just the meat. I
needed to know how to apply it and how to make it appeal to
them. I think I got that in my on—the-job experience and in
that methods class.

Teacher I remarked:

I don't think I would have known how to teach if it hadn't
been for the fact that someone trained me how to relate
material to students, so that hopefully they have a better
understanding of it, and to vary the types of teaching
procedures so that it's not dull and boring.

Teacher C stated:

Probably my methods classes in marketing education [have
been the most helpful] where they were actually helping me
plan lessons.... I could take whatever the subject I was
teaching that day and actually put it into a concrete lesson
plan.

Teacher A, however, felt that technical content and pedagogy had not

been integrated well enough in the preservice program. The following

comments were made by Teacher A:

Designing courses that relate the two [content and pedagogy]
is a big weakness that I see. You have a marketing
education teacher teaching the methods to use. You have a
marketing teacher teaching the what to teach. But, no one
really gets together and says this is how we can combine the
two.

Continuous Growth and Improvement. The teachers perceived teacher

preparation as extending beyond an undergraduate degree or a set of

certification courses. They felt that their learning and professional

growth did not end at the completion of a teacher training program.
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Many reported that they have continued to improve as teachers through

graduate coursework, inservice programs, or on—the—job experience.

Teacher C made the following comments:

In doing my masters, I feel like it made me a much better
teacher in marketing education.... Probably the best
thing that ever happened to me was taking the Effective
Teacher Training [through the state department of
education].

Teacher I remarked:

With each year I guess of experience, after about five or
six years, I even became a better teacher.... I do feel
that after years of actually practicing and pursuing ways of
developing classroom management and discipline, I became a
more effective teacher.

Teacher D stated:

Nothing is more useful than just getting your feet wet,
getting to the nitty gritty of things, and really learning
from your mistakes.... The only reason

I‘m
doing a better

job now is because of the experience. And, I‘m still
learning.

Teacher K expressed a desire to continue improving as a teacher:

Probably the biggest thing that I wish I had done was to
have gone on to get my doctorate degree, and I may do that
yet when I retire. The general things that I would have
picked up would have enhanced what I know, and it would have
made me better prepared to do my job.

Positive Influence of Teacher Educators. The faculty in the

marketing teacher education programs appeared to have had a great, and

primarily positive, influence on the teachers‘ perceptions of their

teacher training. All teachers, except two, were very positive about

their professors and perceived these persons as role models who were

quite competent and instrumental in developing students'
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professionalism. Teacher E expressed this feeling:

They [the faculty] were outstanding in their field and that
came across. I felt that I had an important mission. We
were never treated like air—headed college students.
Certain standards were in place and we were expected to meet
those standards at all times; everything from professional
dress to behavior.... It was a marvelous experience.

Teacher K also shared this view:

He really was an expert in methods . . . the methods he gave
to us and that he had us demonstrate were things that I
could carry on with me.... He really was superb.

Teacher F stated:

When you get down to the point of trying to expand your
program, or improve your program, or defend your program;
what she had to say was very important . . . it still holds
true today as it did then.

Teacher H remarked:

I really liked him. I think he was good at what he did. He
helped me develop the kind of attitude I think I needed and
helped me clean up my act.

Two teachers, however, perceived their preparation as having been

negatively influenced by their teacher educators. Teacher J remarked:

There was a real revolving door as far as instructors.
Faculty members were coming in and out and there was a lot
of usage of graduate students then. So, I would say that
staffing was not the best right then, and that was a
problem.

Teacher D stated:

The attitudes I sensed from professors were · they had a
job to do. Let's get the job done. I'm going to teach you
this. You're going to learn it. If you don't want to learn
it, tough. Goodbye.
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Academic Discomfort. All teachers, with the exception of three,

reported that getting through college was a struggle and a challenge.

They perceived themselves as being poor to average scholars and lacking

the sufficient motivation to perform well academically. A few teachers

admitted that academic achievement had not been a priority to them.

Teacher E, for instance, stated:

I was not a particularly good scholar. That sort of goes
back to grade school. My report card always said I should
do better, I should have less fun and concentrate more on
academics, etc. I'm afraid I always enjoyed life to the
fullest. I was always afraid that life was going to pass me
by and there might be something that I wouldn't have the
chance to do. So, I was not the scholar that I should have
been.

Teacher K made similar remarks:

I suppose that I worked hard enough to get average grades.
I enjoyed myself. I had a good time.

Some teachers felt their academic performance had suffered because

of imaturity or other commitments. Teacher D comented:

I was young and really didn't know what I wanted to do.

Teacher G stated:

It [college] was a challenge. I worked full-time and
carried a full-time college load, but still some way, some
how, I found time to get it all done.

Still other teachers revealed that they had come close to not

making it through college. Teacher I stated:

I had a lot of outside interests, including working at the
time. And, I really did not do a lot of studying.... I
would do what was required and that was it, and it showed in
my undergraduate grade point average. I even considered
dropping out of school one quarter.
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Teacher J remarked:

It [college] was a struggle my whole time. I came very
close to not making it after the first year.

The academic performance of most teachers improved once they

started taking coursework in their majors. Teacher B reported:

My academic performance was average.... It's just that
those general courses really didn't interest me much, so I
didn't put the effort into them that I put into my major
courses.

Personal Motivations and Abilities

The analysis of teachers' perceptions regarding their personal

motivations and abilities revealed nine conceptual categories.

Student Success. Student success was revealed as the major source

of job satisfaction for the teachers. Teachers perceived themselves as

being motivated primarily by the desire to help students succeed in the

classroom, on the job, or in life generally. They reported receiving

satisfaction from the knowledge that they, personally, make some

difference in students' lives. Teacher B stated:

I like seeing the kids achieve and grow, and I like to feel
like I'm making a difference to them, and I'm giving them
something to work toward as they grow older.

Teacher E made similar remarks:

I love the fact that I think we really do make a difference
. . . I have seen, not only my own students, but students in
other marketing education programs throughout the state,
that suddenly their life took on meaning, because their
grades went up, or they were someone who would never have
been involved in anything, and all of a sudden they were a
leader in something. They were excelling in something.
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The teachers perceived themselves as having a strong need to

produce positive changes in their students; some used analogies to

express how these changes occur. For example, Teacher G commented:

The most important [satisfaction] is taking the students
that we have and helping them to prepare themselves to
become self-supporting citizens.... When I was a
secretary I was working with a clean sheet of paper, putting
it into the typewriter, and turning out a letter, a finished
product. I take a student now who is in need of some
skills, and hopefully at the end of the program they've
turned out as a finished product with some marketable
skills.

Teacher C used a different analogy:

I think one satisfaction is seeing students who you can kind
of compare to the DECA diamond. When they're taught, they
become polished. And, when you finish and they graduate,
they've really grown a lot personally. You see them become
very successful in the community. It's very rewarding to
walk in and sit down for supper, and the manager comes out
and it's a student you had five years ago.

The lack of student success was perceived by many teachers as

being a major frustration in their jobs. They reported being frustrated

or disappointed when a student rejects their help and consequently fails

in some way. Teacher D stated:

It's frustrating when you have placed a young person on a
job and they quit or they don't do well . . . it's
frustrating when you try to help young people and they won‘t
accept it.

Job Satisfaction and Contentment. The teachers were generally

very satisfied with their jobs as secondary marketing teachers and

reported having little desire to change careers. Even two of the three

teachers who had moved into other positions said that they had left
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their jobs as marketing teachers reluctantly. One of those teachers

stated:

I liked it. I didn't apply for the job I have now. I gave
it considerable thought before I left the classroom. I was
reluctant to leave, and it would not take a great deal of
pushing to get me back in the classroom.

A current teacher remarked:

I like it. I'm very satisfied. I've had the opportunity
several times this year to either go into another area of
education or even to leave the educational field. And, I
just opted to stay, because I really am satisfied with it.

Although job satisfaction is derived mainly from students,

teachers reported various sources of satisfaction in their jobs,

including job variety and flexibility, contact with the business

community, personal recognition, a sense of accomplishment, and salary.

Teacher I stated:

I like working with the youngsters. I like working with the
business community, too. I think if I had to be a teacher,
like an English teacher, I would have lasted a year. This
is the only teaching job I believe that I could have managed
to stay in because of the variety in this job.

Teacher E made the following comments:

There are so many [satisfactions], it would be hard to
really pinpoint. On a scale of zero to ten, it [my job
satisfaction] is about a 15. Overall, I just think

it‘s
the

most terrific job that anyone could have. I feel so
fortunate in the fact that I've had a profession that I've
enjoyed so much.

Professional Identity and Commitment. The teachers perceived

themselves as being actively involved in professional endeavors and

committed to the improvement of marketing education. They reported
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finding enjoyment and satisfaction in being identified with a

profession, belonging to professional organizations, and making various

professional contributions. Teacher G stated:

Another satisfaction that I have is the opportunity for
professional growth as a teacher. I find that a teacher
who's going to encourage his or her students to become DECA
members should be professional members themselves. The
first year I taught, I had the opportunity to work with
curriculum work. I've been looking for those opportunities
since then - curriculum work, IDECC test items, LAP writing,
running for office in the professional organizations.

Teacher C expressed a similar view:

What I enjoy doing the most now, I have found, is developing
curriculum and working with other teachers to help them get
started. I've worked with several new teachers in my
county.... I've done workshops in other counties for
their new teachers.... I enjoy doing those kinds of
things.

Teacher E commented on a feeling of professional pride and unity:

There's a little something special about being a marketing
education coordinator - the closeness within the marketing
education community, the professional friends, and the fact
that you can pick up the phone and call a marketing
education coordinator in Timbuktu that you've never heard of
before, except by virtue of the fact that they have written
something or have done a project; and the next day you'll
probably get it in the mail. There is a magic.

Although teachers expressed much job satisfaction and contentment,

many also perceived themselves as needing more opportunities for

advancement within their professions. Teacher A, perhaps, stated these

feelings the best:

I think the only thing negative [about my job] is that
sometimes after doing it so long there's a lack of
challenge. And, probably like most teachers, you feel
trapped because there aren't that many positions that you
can be promoted to. I certainly don‘t want to be an
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assistant principal or principal and that limits you, and
that's frustrating. I think what I really want to do is
deal with teacher inservice activities, curriculum planning
and development, workshops, seminars . . . but again, the
opportunities are limited.

Work—Ethic Philosophy. The teachers' perceptions revealed that

they are self-motivated with a great need for achievement and success.

They tend to approach their jobs with enthusiasm and a positive

attitude. The teachers have high expectations for themselves; therefore

they tend to do more than the minimum job requirements. They perceive

themselves as hard workers who are willing to work long hours in order

to accomplish what they feel to be the total job. The following

remarks, made by Teacher H, illustrate this category:

When I do something, I have to go all the way with it. I
think you have to. I stayed late; got here early. It
wasn't just something I just did from 7:30 to 2:40. I loved
it [the job] and it was part of my life.

Some teachers did not perceive themselves as outstanding teachers,

yet reported that they cared about their jobs and, therefore, tried to

do the best work possible. For example, Teacher J stated:

To be a successful teacher, basically all you need to do is
to care about what you do. If you go in and you try and
you‘re prepared and you do the best job, you‘re going to be
successful. I never felt like I was an outstanding teacher.
I just did the parts of my job. I did DECA, I coordinated,
I did adult, sent my reports in on time, followed through on
what I said I would do . . . the only thing was that I took
the job seriously and did what was expected.

Although all expressed a work—ethic philosophy, some teachers

expressed frustration over the fact that they must over-extend

themselves in order to perform their jobs successfully. They perceived
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their jobs as overwhelming and interfering with their personal and

family lives. Teacher I commented on these feelings:

I really feel that there are four vital areas in the
marketing education program and that‘s teaching,
coordinating, DECA, and adult. I think to do an excellent
job in all of them, you can't do it in the amount of time

that‘s allotted, like our work day.... A lot of times I
have to bring materials home with me to grade papers and
that sort of thing. I don‘t like to do that a whole lot,
but it really takes that . . . sometimes I feel like I'm
burning the candle at both ends. I don‘t have enough time
for some of the things that I would like to do myself.

Desire for Recognition and Reward. Although the teachers reported

receiving job satisfaction intrinsically, their perceptions also

revealed that they receive satisfaction through the recognition or

reward of their efforts. They expressed a need to succeed in their

jobs, as well as a desire to be recognized by others for their

successes. Many teachers reported wanting positive feedback from

students, administrators, or business persons. Teacher D stated:

I do get satisfaction when I can walk down the mall and young
people call me by name. It makes you feel good that you‘re that
well—known and that maybe you've had something to do with the
success of some of these young people.

Teacher F commented:

Store managers and owners will pick up the phone and call me
and say, "I'm going to need five cashiers in the fall. I
want you to pick them out and send them to me and I'll hire
them." I‘ve got some managers in town who will do that . .
. I guess that‘s a real compliment. I‘ve done something
right, and so I find that is rewarding.

Many teachers revealed that they have been frustrated with the

lack of recognition for their achievements. They expressed a desire to
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receive more rewards or praise, especially from administrators, for

performing their jobs successfully. Teacher J, for example, made the

following remarks:

There's some frustration there when you do a good job and
you don't feel like you get a lot of recognition for it.
Sometimes I did not feel appreciated . . . I started to feel
a little frustration in that everyone got paid the same. It
was based on years of service and not on what you did on the
job.

Teacher I made similar coments:

We are our own bosses so to speak, and nobody really knows,
except ourselves, what caliber of work we do . . . very
seldom does it really show up how effective we are at making
our coordination visits; very seldom does anyone come into
the classroom to see what we do. There's really no other
recognition, except for the state awards session . . . and
very few people, unless they're in marketing education, know
what's going on there.

Professional and Personal Growth. The teachers perceived teaching

as a continuous process of both professional and personal development.

They viewed themselves as persons who seek out and enjoy new challenges

and opportunities for gaining new knowledge or skills. They reported

that not only have they become better teachers through the years, but

their jobs as marketing teachers have helped them to grow personally in

several ways. They perceived themselves as becoming more mature, self-

confident, patient, or skilled at human relations because of their jobs.

Teacher H explained a desire for professional development:

I never stopped taking classes. I think that's important.
I‘m still taking classes. This summer I took a class in
human sexuality because I deal with that now. I took a
class in alcohol and drug abuse because I deal with that
now. I still go to a lot of workshops. I'm taking classes
that are going to help me grow as a professional. I think I
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have always tried to do that. If I have ever been insecure,
it's that I never know enough and I always want to know
more. I'm not the intellectual. I'm an average person.

Teacher F described ways of developing professionally:

I got a masters degree. I was learning a lot of practical
stuff that I could take back and use the very next day in my
classroom.... I went to a three-day seminar on
mainstreaming handicapped kids. I got a lot out of that. .
. . I also try to keep up with the business news. I take
the local Sunday paper and I turn it to the business section
to find out what‘s going on locally, to keep abreast there.
I do a lot of talking with the store managers on what they
see happening as far as their business is concerned.

Teacher G commented on how personal growth has occurred:

I found out that I was going to have to speak in a
microphone in front of about three hundred students and I
was horrified. I was very shy and very backward. But, I
pressed on and got through it just fine and I've been doing
things like that ever since. I think the fact that I've had
some of those opportunities or challenges, and have somehow
found the strength to go ahead and follow through on those,
has been very helpful to me. I've overcome some of that
shyness and backwardness now.

Teacher E also expressed feelings relating to personal

development:

I feel like I've benefited so much from being a marketing
education coordinator, that it's just a part of the total
make up of me as a person. I think working with young
people and seeing them develop helps you develop.... I
like to think that I'm more patient. I probably don't get
as upset over silly things. I think my professional
activities [have helped me develop] . . . I've been on every
state committee in marketing education known to man.

Initial Lack of Career Commitment. The teachers' perceptions

revealed that becoming a marketing teacher was not a career decision for

the teachers, but primarily a college—major decision or a decision of
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convenience. Most teachers reported that they had been attracted to

other career fields or had planned to teach in other subject areas, but

began teaching marketing because a job happened to be available when one

was needed. Teacher A stated:

I was offered the job . . . that's what got me in the
classroom. To be honest, when I came out [of college]
Vietnam was going on and I wanted to avoid the draft by
teaching.

Teacher K remarked:

I kind of slipped into marketing through the back door. At
that time, they couldn't find a marketing teacher . . .
that's why I took the position. They knew I had those
marketing courses.

Teacher H stated:

This opportunity came to me to teach marketing. I thought
that would be fun, but I had already been accepted at
graduate school. I was going to work on my MBA.

Those teachers with an undergraduate degree in marketing education

revealed that they had switched majors at some point during college.

All had been initially interested in another career field or teaching in

another discipline. Most reported changing their major to marketing

education because of the recruitment efforts of a faculty member in

marketing education. Teacher E made the following comments:

My love was sort of retailing. [Faculty member] said to me,
"why don't you consider distributive education?" She
indicated it was probably wise to get the degree in
education; then I could go either route. I thought that
made sense, but I also thought, no way; no one is ever going
to go back home or ever going to teach. Those were the two
things you were never going to do. And, as time went on, my
senior year I thought, well, I might.
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Teacher J stated:

I was struggling in college . . . I started as a biology
major and had changed to general business when I got a
letter from [faculty member]. And, it was possibly the
first experience where someone took a real interest and said
we are interested in you; come over and talk to us. Being
in general business at the time and after talking to
[faculty member], it seemed like a logical marriage.

Desire for Independence and Autonomy. These award—winning

marketing teachers perceived themselves as creative and innovative

people who enjoy the freedom to perform their jobs with little

supervision or interference. Many reported that they have not always

approached their job tasks in the conventional manner and expressed a

preference for doing things their own way. For instance, Teacher K

stated:

I like to do things differently. I enjoy the opportunity to
work on my own curriculum, to dream up my own activities. I
like to do new things. I like to do innovative things. By
not stifling me, they [administrators] enabled me to do
things that I probably would not have been able to have done
otherwise.

Teacher B expressed this view:

I think one of the main things I like about my job is the
versatility. That's what has kept me, quite frankly, from
going into a different position; because I like my freedom.
But yet, I get my job done the way I see fit best, and I
don't have somebody breathing down my neck.

A teacher who had moved into another position stated:

You were in total charge of your own program. You accepted
the successes and failures. That's what I found rewarding;
that I was in control. I‘m getting a kick out of what

I‘m

doing now. I like the job I‘m doing now, because I‘m
getting the opportunity to have some influence on people to
do things the way that I think they should be done.
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Some teachers, therefore, revealed that they are frustrated when

certain barriers prevent them from accomplishing their jobs in the

autonomous and independent manner they prefer. Overwhelming paperwork,

non-teaching duties, and a lack of proper facilities or equipment were

viewed as the major barriers.

Teacher C explained:

Paperwork is very frustrating for me. The amount of
paperwork that we‘ve been asked to do is frustrating. It's
frustrating to me to be so energetic and want to do so much,
but yet when you go and ask for some of the simplest things,
they can't be had. I'm saying simple things, like you come
to the library and ask for a pack of overhead
transparencies, [and you are told] order that yourself or
get it with your own money. You need it right then.

Teacher D stated:

I know paperwork is necessary, but it's gotten to be so much
now that sometimes I find it difficult to do the job I'm
here to do, and that's to teach the children and to help
them. It gets in the way many times and that's frustrating.

These comments were made by Teacher G:

I suppose the biggest frustration has been the fact that we
have had to deal so long without a telephone near the
marketing education room. That has been very inconvenient
in trying to maintain the rapport with the business
community.... There‘s a little problem with facilities in
the fact that we don't have an office and our classroom is
rather small compared to the number of students that we try
to serve.

Planning and Organization. Most of the teachers perceived

themselves as detailed planners and organizers who often adopt a

methodical approach in accomplishing their jobs. They viewed the

abilities to organize their work and to do long—range planning as major
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strengths. Teacher H remarked:

I'm really organized. I think that has got to be something
that gives me the edge sometimes. Organization I think is
really important. It is for me. I always need to plan
ahead. I plan all the time, especially in teaching. I
could tell you what I was going to teach, when I was going
to teach it for the whole year, and then I could constantly
update that.

Teacher G stated:

Organization is a strength . . . there's a great deal of
paperwork in the marketing education field. I'm able to get
through that with some degree of organization.

Teacher A stated:

Marketing education has got to be one of the hardest jobs
there is when you try to combine DECA, classroom, and on-
the-job. It really takes good organization or good
organization skills in order to pull all that together.

Teacher K made the following comments:

I like to plan. I'm an organizer. I tend to organize
everything I do. I always have felt good if I know what I'm
going to do and feel that I'm on safe ground.

STUDENTS

The analysis of the teacher's perceptions regarding their students

revealed five conceptual categories.

Thin Line Between Teacher and Friend Roles. The teachers

perceived themselves as wearers of many hats; they willingly assume

roles other than that of teacher, principally counselor, parent, and

even friend. They reported that students' personal problems require

them to be more than traditional teachers and they tend to develop

close, open relationships with many students. Although somewhat
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contradictory, the teachers expressed a desire to maintain strictly

professional relationships with students. They genuinely like their

students, enjoy being around them, are concerned about their school and

personal lives, do not hesitate to help them with a variety

of problems, yet definitely want to draw the line, though thin, between

being a teacher and a friend. Teacher B probably expressed this feeling

most effectively:

I always tell them at the beginning of the year that I'm
their teacher first of all. But, because of the type of
program that we've got, I can be more than their teacher if
they need me to be. I like them to feel comfortable enough
to come and sit down and talk to me about personal problems,
at home or with boyfriends; definitely to talk to me about
problems at work . . . to be kind of a friend and a teacher
at the same time where I can say whoa I'm your teacher,
don‘t forget that.

Teacher D had similar feelings:

[My relationships with students are] strictly professional,
but I'm a friend when they need a friend. I listen when
they need someone to listen. I‘ve acted in the capacity
many times as a parent, as a friend, as a guidance
counselor. I think you have to be flexible to do that as a
good teacher. If they confide in you, you really have to
act as a guidance person or as a surrogate parent.

Teacher I made the following comments:

You have to be careful not to become a friend [with a
student], because I think it puts you in a bad position.
So, the relationship needs to be a friendly relationship and

it needs to be a professional relationship. It should be a
caring relationship. There is a delicate balance between
how you interact with these kids in order to achieve the
results that you're trying to get.

A few teachers perceived their students as an extended family and

reported enjoying an especially close, perhaps an even somewhat
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affectionate, relationship with them. For example, Teacher K stated:

I had many children who called me mama . . . as a matter of
fact I had a number of names. It never bothered me. I
think another teacher got upset because they called me
names. I feel like the relationship that I developed with
my students is strong enough that many of my kids come back
to me today. They need help or just want to come by and
talk.

Teacher E remarked:

They [students] are an extended family for me, and they
probably feel that way about me . . . I would say it's a
very open relationship and a very close relationship. Those
kids that you teach every year are like a new family for
you. You agonize with them and you fuss at them and you hug
them and all those kinds of things that families do.

Some teachers perceived their relationships with students as

having changed over the years. They reported that as beginning teachers

they had felt the need to maintain more distance in their relationships

with students. Through the years, as the age gap between themselves and

students widened, they became closer to students. They felt less like

the student's peer and more like a parent. Teacher J, for example,

stated:

[The first year I taught] I had several married students . .
. I felt very close to them in maturity. In fact, they had
experienced things I had not. Each year, I guess I felt
more of an adult, more of a parent to them . . . I felt more
of a parenting role because not only did I get older and our
age differences become greater, but as time went by families
seemed to be deteriorating and we were looking at a greater
percentage of single parent than traditional families.

Improvement of Student Self—Worth. The major need of

students, as perceived by the teachers, is the development of a

positive self—image and feeling of self-worth. The teachers believed
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that students must experience success and receive some recognition in

order to gain self-worth. They felt that they have a responsibility to

provide students with opportunities for success and recognition in the

classroom, on the job, or through DECA activities. Most teachers

expressed a special desire to help the average or below—average student

who has experienced few or no academic and personal achievements.

Teacher F stated:

I don't want the best students in the school necessarily . .
. you give me somebody with an average amount of
intelligence who has some common sense and who‘s been kicked
around a little bit by life, and that's going to be the
student that I'm going to be most successful with. I can
help them with their self—image and make them realize
they‘re worth something.

Teacher G made the following comments:

I think we have to work with our students to help them feel
good about themselves, and to see that they‘re able to
accomplish successes here in the classroom and out on the
job. There are many times when you see a student who begins
to change his or her feelings about themselves. They
sometimes come in feeling down on themselves; nobody cares,
nobody wants to hire them. And, you work with the student
and help get them in a good job and they start to feel quite
differently about themselves. They have more self—esteem
and work more toward being a better person themselves.

The teachers reported receiving great satisfaction from helping

students become successful and more self-confident while in the

marketing education program and after graduation. Many reported

receiving satisfaction through feeling partially responsible for the

positive changes that have occurred in students' lives. Teacher C

explained it this way:
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I would say that most of the kids have a need for
reassurance, improving their self concept, that kind of
thing . . . I get a lot of satisfaction from seeing them
develop and become very polished. I get a lot of
satisfaction from seeing them land those good jobs. I get a
lot of satisfaction from seeing students who weren't going
on to school, go on to school.

Teacher I stated:

I like to see them excel. I've been in teaching long enough
to see a number of them that have moved into management
positions. Occasionally, I get students that come back and
visit me and thank me for working with them and helping
them, and if it hadn't been for me and this program, they
wouldn‘t be where they are today. I like to see that. I
feel like I had a role or played a part in helping this
student reach where they are today.

Positive Motivation. The teachers perceived themselves as having

positive approaches to motivating their students in the classroom or in

other facets of the marketing education program. The following

motivators are those reported by the teachers as ones that they use and

to which they feel students respond best:

. giving students praise and encouragement; showing confidence
in their abilities

. demonstrating a genuine concern and caring for students

. making the classroom relevant to the "real world" and to
students' interests and needs

. developing learning activities that are fun and enjoyable
for students

Some teachers, however, admitted that they are uncertain as to

what motivational technique is most effective with all students. Many

teachers remarked that they must motivate different students in
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different ways, yet generally, motivation through positive approaches

still works best. Comments made by Teacher I illustrate this category:

I think praise and recognition helps to motivate the kid in
the classroom and on the job . . . a pat on the back,
reward, encouragement. Generally speaking, you don‘t
motivate people by tearing them down. Because, a lot of
times you can pat somebody on the back or give somebody
responsibility who normally you don‘t associate as being a
good student, and that can really turn a student around
sometimes. Each situation is different and it's a trial and
error process . . . you keep trying until you have one that
does work with that particular student.

Teacher C stated:

I think [to motivate students] it's important for me to
convey a positive attitude that I really think that they can
do it. And, I think that it's important for me to care. I
wouldn't want to throw them into something where they‘re
going to be humiliated or harassed or whatever. I don‘t
want them to go into something that they‘re going to be real
unsuccessful at.

Teacher J made the following remarks:

I tried to motivate with real-life situations. A lot of
things have happened to me through the years and I just
tried to be very open with them. I tried to give them ways
that they could handle those things and learn from my
mistakes.

Teacher K stated:

I just think you motivate a student by loving him and by
showing him that there are lots of different things out
there, and that work can be fun.

Old-School Philosophy. The teachers' perceptions revealed that,

although they tend to maintain friendly relationships with students,

they approach the classroom and learning very seriously, and are

definitely not easy or lax with students. Most teachers perceived their
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expectations for students as very high. They expect students to do the

best job possible in the classroom, on the job, or in a DECA activity.

Many teachers reported having old—school views regarding classroom

rules, attendance, student dress, and general behavior. For instance,

Teacher E stated:

I want them to be the best in the class and the best on the
job. I want them to be the best competitors that they can
be in a DECA project or activity.... When our students go
some place, they're always picked out as being the best
behaved and best dressed for the occasion. We have high
standards. I'm sort of the old school on chewing gum and
sunglasses and things like that . . . very high personal
standards.

Teacher F made the following comments:

I probably expect too much [from students]. I probably
expect them to behave like adults and they can't, because
they're not. I expect them to behave as responsible
teenagers would behave, though . . . I expect for them to
help us build an image of our marketing education program.
[I tell them] you can wear those ragged blue jeans and that
old pair of tennis shoes that are about to fall off your
feet, if you want to. But, that's not going to help your
image with me any.... I don‘t bring them food into class
and let them eat in the class and let them get by with
stuff. I will say to them, these are the rules of this
school and I work for this school and I'm going to follow
the rules.

Basic Education and Life Training. The teachers perceived their

students as needing a wide range of basic knowledge and skills not

limited to marketing content. They reported that students must develop

competency in the following areas so that they are prepared for not only

marketing occupations, but life generally:

. career awareness and exploration
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. job seeking and job survival

. general employability traits (e.g., honesty, dependability).

. decision making and critical thinking

. human relations

. oral and written communication

. mathematics

The teachers felt that they are capable of helping students acquire a

vast range of basic knowledge and skills through marketing education.

Teacher A expressed these views:

So many students I get have in the past just memorized,
repeated that back to a teacher, or have done work out of a
workbook and turned that in at the end of the day and
everyone has been happy. A lot of what I've been trying to
do is to teach them to think logically, to make decisions.
I think those that really get involved with DECA get the
communications that a lot of students don't leave high
school with — the ability to meet people, to get up in front
of judges. I've had top students here that can‘t do that
until they‘ve come through the class. They carry that with
them the rest of their lives.

Teacher F stated:

I think parents are really letting the ball drop as far as
teaching their children responsibilities — job-related,
survival responsibilities.... I‘m deeply concerned when a
child thinks there‘s no problem to just walk off at a break
and not come back to work because he doesn't like the job.
As far as what can I do to help kids, you really name it.
I've had to talk to both male and female students this year
about personal hygiene. They don't get it at home.

The following comments were made by Teacher C:

I think the kids probably have a need to improve their
reading skills and math skills. I think I can help fill
some of those needs. I teach the marketing math and that
helps my kids a lot. My kids might need leadership skills
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where they learn to go ahead and take a lead in situations.

Professional Roles and Practices

The analysis of the teachers‘ perceptions regarding their

professional roles and practices revealed six conceptual categories.

Broad Perspective of Marketing Education. The teachers perceived

marketing education as more than preparation for marketing occupations.

They believed that as marketing teachers they assume an important role

in preparing students for life in general. Most teachers could not

separate their philosophy of marketing education from their beliefs

regarding general education; they perceived the goals of marketing

education and education in general as being the same. Instead of

reporting that the mission of marketing education is to impart

marketing-specific knowledge and skills, teachers mentioned goals such

as the exploration of career options, the development of appropriate

personal and work values, the development of social skills, and

preparation for citizenship and family roles. For instance, Teacher D

remarked:

My primary goal is to see that my students are the best
equipped students to face life and to become productive
citizens . . . my job is to help these young people become
productive, reliable, self-supporting, working individuals.

Teacher J stated:

Personally, I felt like we provided a lot of life skills [in
marketing education]. I think all vocational programs do
that or they should do that.

Teacher E made the following comments:
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I don't know that I can separate them [marketing education
and education in general]. Probably the goals that I see in
education are related to the overall philosophy here in my
own high school. It's really twofold - to prepare students
for employment and/or further education. I'm not talking
about just earning a living kind of thing, but I think we
have a responsibility to prepare them for life.

Teacher I expressed this view:

I think we‘re all challenged, whether it‘s in English,
whether it‘s marketing education, whether it‘s government or
whatever, with trying to get our students to learn enough
about the real world.

Teacher F stated:

To me, all education is vocational education . . . they all
teach you things that you're going to need for a vocation,
but also for raising families. We've got to teach them to
be citizens and to teach them right from wrong; to make them
form values and hopefully they'll be good values. We're
training them for vocations and to be good productive
members of society, family members, raising kids, and
everything else.

The teachers expressed a strong belief in the value of secondary

marketing education programs, viewing such programs as educationally

sound and as fulfilling the same goals of schooling as traditional

academics. Teacher E stated:

I have always felt so strongly about our program and about
what we can do and what we have to offer . . . in our own
field we‘re doing so much for young people.

Teacher A commented:

I don't expect anything less than in academic coursework.
We don't have as much homework or little things like that,
but I have just as high of expectations. It's not just an
easy way out. They have to come in here and think and they
have to produce.

Teacher F expressed the following viewpoint:
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I think that we, the vocational programs, are the only ones,
in my opinion, that are really hitting the mark. We're
right on target . . . marketing education is more on target
than any of the rest of them.

Emphasis on Public Relations and Promotion. The teachers

perceived public relations and program promotion in the school and

community as crucial and continuous responsibilities of their jobs.

They voiced concern with the negative perceptions of vocational

education and marketing education specifically, and reported that they

must constantly work to maintain a favorable image of their programs.

Some teachers stated that vocational programs continue to be viewed as

inferior to traditional academic subjects, therefore, making public

relations and program promotion essential to the livelihood of marketing

education. Teacher C made these coments:

My main goal in operating a program here is giving students
quality knowledge to the point that other teachers look up
and say that's a good program. I'm very concerned that
other teachers or other administrators in the school or even
businesses would say that this is a quality program. My
objective is to let as many people know about it [the
marketing education program] as possible. But yet, you want
the right image to come through.

Teacher K stated:

I felt that as a coordinator it was my job to sell marketing
in the school and to the community. That would include
parents and business leaders.

Teacher J remarked:

Vocational education has always got to be promoting itself.
It's a constant job. The role is simply to constantly be
promoting your program, and being seen and having
[newspaper] articles.
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Most teachers reported that they maintain high visibility in their

schools and business communities. They felt that DECA, adult education,

and coordination visits can be utilized effectively as promotional

tools. For instance, Teacher E stated:

Currently I would say that we get more publicity in the
local newspaper than any other program in the area. I would
say that our marketing education students get more
visibility because of [DECA] projects.

Teacher F made these comments:

I think the marketing education coordinator is probably one
of the most visible people in the school system.... A
coordinator that's doing his job probably spends forty to
fifty percent of his time in public relations. I can't do
it with every business, but for the most part when a
business comes into town, I‘m there trying to locate that
manager before the store even opens. And, I offer my help
in two areas — to help train their staff before they open
up for business and to help them with their part-time
staffing. Adult education is great P.R.

Because of their visibility in the community, some teachers

believed that their role is to build a positive image of not only

marketing education, but their school as a whole. They perceived

themselves as goodwill ambassadors of their schools. Teacher G

expressed this view:

The marketing education teacher is not just the marketing
education teacher. The marketing education teacher is the
school. When I‘m working with an employer, I try to
represent the school, not just my program. We need to do
what we can to build a good program image which builds a
good school image in the community.

Active Role in Counseling. The teachers described their role in

student guidance and counseling as extensive. They reported that their
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jobs require them to be involved in a wide range of counseling relating

to educational or career planning and personal, school, or job-related

concerns. Some teachers admitted that they sometimes feel inadequate to

assist students with certain problems, yet, they believe it is their

responsibility to refer students to other sources of help. Teacher D

perceived the counseling role this way:

I've guided students as far as their personal lives are
concerned, family problems. I've guided them as far as
making choices, classes and so forth. I've taken it upon
myself to make myself available to my students to help with
any problems that they may have. If I can't help them, then
I'll suggest places that they can go for help.

Teacher H stated:

I dealt with drugs, alcohol. I dealt with pregnant girls.
I dealt with guys with syphilis. As far as career guidance
was concerned, we worked on that all the time.

Teacher C made these comments:

My primary objective in the area of student guidance and
counseling is to provide that support to the point that I
feel capable, and then from there, making sure that the
student receives it from some other source. I think it's
part of my job to be aware of what kids are doing.

Some teachers contended that they do more counseling with students

than the guidance counselors at their schools do. Teacher J, for

example, stated:

Vocational teachers have a greater influence than guidance
counselors themselves . . . as far as counseling students,
telling them what they needed to be taking, college
aspirations, or job aspirations. We got into all of that.
I guess I saw my role as certainly working with counselors
and not necessarily working against them. We were able to
give our students more attention that they really needed.
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Other teachers reported that their counseling role with some

students does not necessarily end at graduation. Teacher F stated:

I think students probably get more guidance and counseling
in my office than they get anywhere else in this school.
The students tell us that anyway. Even five years after
they're out of high school, they're still writing back
asking for information.

Structured, yet Informal Classrooms. The award·winning teachers

perceived their classrooms to be structured, yet at the same time,

relaxed and informal. They reported a desire to maintain authority by

adhering to certain rules and standards, but want student—centered

classes that encourage student involvement and participation. They

conveyed the need to be organized and prepared as classroom teachers,

yet stated that they avoid being too rigid in their lesson presentation.

Most teachers reported that they try to utilize a variety of

instructional methods and tend to be more activity-oriented than

lecture—oriented. The teachers expressed a serious attitude toward

classroom teaching. They want meaningful learning activities to occur

in their classrooms, but also want to maintain a casual, friendly

atmosphere so students can enjoy learning. Comments made by Teacher E

illustrate this category:

I am in charge [in the classroom]. I'm a bear about
courtesy and manners and respect. I like it to be
structured, but yet informal in that students feel they can
take part; that we have some humor in the classroom . . .
[my objective is] to make education meaningful, not
necessarily fun and games.

Teacher C stated:
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It [the classroom] is structured, but laid back. My
teaching style and methods are probably organized, but with
flexibility. I try to vary my methods so that we're not
doing the same thing everyday. I think my methods are a lot
more hands-on than a lot of classrooms. I like to have
controlled chaos. I like for creative things to take place.

The following remarks were made by Teacher B:

Overall as a classroom teacher, I want them to learn
something. I want them to leave my class at the end of the
year with more than they come in with. I try to vary it as
much as possible, because I've found through experience that
lecture just doesn‘t get it. I think what I've learned is
that you have got to have “doing" activities to keep
students with you.

Some teachers commented on the need to be flexible enough in the

classroom so that all students are able to learn effectively. Teacher G

stated:

You have to use a variety of instructional methods to meet
the needs of so many different kinds of students who are in
the same room. You find that some learn better by
listening; some learn better by taking notes; some learn
better by reading. So, I try to incorporate bits and pieces
of all of it as I go through the various instructional
units.

Belief in Educationally Sound Training. The teachers‘ perceptions

revealed a strong belief in the cooperative training aspect of marketing

education. They expressed a desire to help students receive beneficial,

on-the-job training - true educational experiences - and not merely work

experience. Most teachers perceived themselves as necessary links

between students and employers. They felt it is their role to place a

student in a job that matches his or her career interests and to work

closely with the student‘s employer to ensure that valuable learning
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experiences are received. Teacher C stated:

I look at myself as being basically a liaison between the
school and the business community. My objective or goal is
to help students find positions where their interests lie,
where they‘re getting good training or where they‘re going
to get the best possible training. To me, it's more
rewarding to place two kids on jobs that they really like
and they‘re really getting good skills at, than it is to
place fifty kids where they don't even want to work.

Teacher F made the following comments:

My job, as a coordinator, is to make sure that students get,
when they‘re ready for them, some different experiences . .
. that the student is not hired as a cashier and that‘s all
that she will ever do is to be a cashier while she's working
there.

The teachers expressed a serious attitude toward coordination

visits. They reported that they maintain regular contact with their

students' employers, and that visits at the training stations are

approached in a professional, business-like manner. Most teachers

reported that their coordination visits are planned and have a definite

purpose. Teacher B remarked:

I‘m very methodical in making sure that I have appointments
and the people are expecting me. I always have a definite
purpose for going there and not just to drop by and say,
well how's Johnny doing today.... I try to see each one
of them twice a month. That's one comment that my student
teacher made to me . . . she said she was just so amazed at
how well the people knew me. When I walked in the door,
they knew who I was and they could talk to me.... I feel
like I really keep in good contact with them.

Teacher H stated:

It [coordination] was with a plan all the time. I never
stopped by to chew the fat with anybody. I would call for
my appointment. They always knew I was coming. I would go
in there with specifics, with a plan of action. I would go
in and I would do a whole nine yards. I tried to be
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extremely professional . . . I always wore a coat and tie.
I always was prompt.

Professionalism and Dedication. In discussing their professional

roles and practices, the teachers conveyed dedication and commitment to

their jobs as secondary marketing teachers. They expressed concern with

doing a complete job and performing their job responsibilities in a

professional manner. They were critical of teachers who they feel do

not do a total job or behave professionally. The following comments

made by Teacher I illustrate this category:

The classification of this job is a profession and to pursue
a career in a profession, you have to be a professional.
And, that means that you don't just walk into the classroom
unprepared, unrehearsed. You don't just coordinate a
student that's not doing well on the job because an employer
called you and let you know. You don't just have a club
meeting for the sake of having a club meeting . . . and
adult education — I see a lot of programs across the state
where the coordinator does not involve themselves at all in
adult education.... The four major roles in this job are
classroom instruction, coordination, DECA activities, and
the adult education program. I think it takes all of these.

Teacher E had similar views:

Being a marketing education coordinator is probably the most
exciting job that you could ever do in your whole life if
you give it a chance and if you do more than just the
minimum. You can't just do your own little job in you own
comunity and never get involved in a state committee ....
It has got to be a twenty-four-hour day, seven-days-a—week
job. You‘ve got to eat, breathe, sleep it, and live it.

Teacher B stated:

I see some coordinators not doing their job like they should
and I think that has a negative impact on the program as a
whole . . . if there's a person who doesn't coordinate their
students regularly, that might reflect on all coordinators.
I just wish people would get more involved in their
profession as far as through professional organizations, and
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even with getting their students more involved in the DECA
activities.

The teachers' perceptions revealed that their professional

commitment and dedication is not limited to marketing or vocational

education. They voiced concern with a variety of educational issues,

particularly the status and image of teachers generally in society.

Teacher A, for instance, commented:

I think in the community as well among administration, we‘re
[teachers] not looked upon or treated as professionals. I
think that doctors and lawyers as professionals are treated
so much differently than we are . . . we have to be told to
do this or have lunch duty and these kinds of things. It
takes away from the professionalism.

Teacher C stated:

I think one concern is the teacher pay scale. I think a
concern is the public image of teachers. I worry about the
quality of teachers and the shortage . . . what is it going
to be like ten years from now as far as the number of
teachers coming out of teacher training programs.

Teaching Environment

The analysis of the teachers' perceptions regarding their teaching

environment revealed five conceptual categories.

Positive Environment and Relationships. The teachers generally

perceived their working environment and relationships with faculty,

administrators, business persons, and parents as very positive. Some

teachers described their schools as having friendly or family—like

atmospheres. Teacher I expressed this view:

I guess the faculty and the administration are generally
very friendly. There's a rapport here that may not be in a
lot of other schools. I don‘t get to go to the faculty
lounge a lot . . . but, there is still a real warm and
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friendly atmosphere among the faculty members here.

Teacher G shared this feeling:

We have something of a family atmosphere here . . . even
though I don't mingle in the lounge that often, it still is
a family atmosphere and people are very friendly and very
concerned.

Other teachers felt that the presence of good facilities and the

availability of appropriate equipment or supplies contributes to their

positive environment. For example, Teacher A stated:

[My school climate is] probably very good to excellent . . .
we lack for very little as far as material kinds of things.
The facilities themselves are as much as you could ask for.

Most teachers perceived their administration and communities as

very supportive of their programs. They reported that they tend to have

professional, yet sometimes, friendly relationships with administrators,

business persons, and parents. Teacher E stated:

There are parents out there that I can call at a moment's
notice that will do things for us, that are very supportive.
There's a lot of community support.

Teacher I made these remarks:

It‘s a professional relationship [with business persons],
but yet some of those professional relationships develop
into friendships over a period of time. There are a dozen
or so employers that I can say are like friends.

Teacher C commented:

We've got very supportive administrators. I‘ve worked with
a lot of good administrators . . . I have a good working
relationship with my principal.

Leadership Style of School Administrators. The teachers'

perceptions revealed that the administration's leadership or management
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style is a critical factor in establishing the school's working climate.

All teachers, with the exception of one, reported that administrators,

especially principals, tend to be democratic or laissez faire managers.

The teachers perceived this type of leadership as contributing to a

positive school environment. The teachers also reported that they are

more satisfied with their jobs and are more effective teachers when

administrators allow them to work with minimal supervision. Teacher J

stated:

With the building administration, [there was] an absolute
relationship of trust. There was never any question about
where I went in the afternoon, never any question that the
students were getting what they were supposed to be getting
— complete trust there. Probably the most favorable thing
about the job was that I didn't feel anybody looking at me,
looking down their noses at me or questioning anything that
I did.

Teacher H made similar remarks:

I had an administrator there that anything I wanted, I could
have. He knew that I wasn't going to hurt him. He let us
do anything that we wanted just about . . . it's very
important. You have to have their support. It just doesn‘t
fly without it.

Teacher A stated:

I'm allowed to do basically anything I want to do. We have
a principal who feels that as long as you're doing your job
and you're doing it professionally, you don‘t have to run to
him every time you want to do something.

Teacher D, however, described a negative working environment due

to an authoritarian administration:

I think there's a lot of pressure and sometimes unnecessary
pressure from how it should be. I think this can handicap a
person with creative ability. Some people need to be
watched, controlled, and many people do not . . . the ones
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that are doing their job and a good job, leave them alone.
Let them be creative and that way they can do their best.

Positive Contact with Parents. The teachers reported that they

tend to have more positive contact with parents, than negative. They

perceived themselves as teachers who encourage communication with

parents at all times, not merely when there is an academic or discipline

problem with a student. Some teachers reported that they sometimes

phone parents just to praise a student's performance or to show concern

regarding some personal problem. For example, Teacher E stated:

I think teachers are great people to pick up the phone and
say little Johnny didn‘t bring his book to class for the
past fifteen days or didn‘t come with a pencil, or was
chewing gum, and I‘m going to crown him. I like to pick up
the phone occasionally and say Susie did a great job in
class today or in her job interview, or tell me what is
happening with Susie; she hasn't been as happy recently.

Teacher B made these comments:

I try to talk to them [parents] as much as I can because I
think that's one major downfall in education today, the lack
of interest on the part of parents. I try not to just make
it negative contacts; not just to call and say, well your
son or daughter was sent to the principal's office today for
discipline reasons. I think a lot of parents are surprised
when a teacher does call, and they like what they perceive
as the special attention that that student is getting.

Some teachers perceived their relationship with parents as not

just one-sided. They reported that they sometimes receive positive

feedback and support from parents. Teacher A stated:

The contact [with parents] is basically positive. Those
students that get involved and do well, those parents spread
the word in their community about the courses. That parent
out there that has had students go through the course is
really very helpful.
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Teacher F gave this account of a personal experience:

Several years ago, I had a student who wasn‘t a real strong
student and didn't give a damn whether he graduated or not.
His mother was real concerned about him. But, I told her,
we're going to get him graduated; don‘t worry, he'll
graduate. After a couple of years went by, after graduation
. . . the secretary came upstairs and said there's a parent
downstairs that wants to talk to you. I went down there and
it was this mother. With tears in her eyes, she said, "Do
you remember telling me that he was going to graduate?" She
said, "I didn't believe you. I was so afraid it wasn‘t
going to happen. I just want to tell you just how much I
appreciate what you did for him." True story.

Business Community Support and Involvement. The teachers

perceived their marketing education programs as having a solid

reputation and positive image in the business community. They felt that

employers are genuinely supportive of vocational education and very

willing to assist with on—the-job training and DECA projects. Many

teachers reported that their programs and they, personally, maintain

much visibility in the business comunity. They perceived their

continuous, personal contact with business persons as both a crucial and

enjoyable part of their jobs. Teacher K stated:

I have a good relationship with local business people. They
do so many things for us.... For years, the local
merchants gave a savings bond to my outstanding student . .
. I took students to every national meeting there was. In
almost every case, we had some help. When the time came to
write the letters to the legislative comittee, I really
don't know how many letters went out of here from business
people to support the local vocational program. I would
feel fairly safe in saying at least fifteen to twenty. And,
the last thing that many of them told me when I was talking
to them about our problem - if you need anymore help, just
let us know and we'll contact the local legislators.

Teacher E made the following comments:
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It's a great working relationship with the business
community . . . they do so many wonderful things for us
every year. I'm just amazed at the things that people do
and want to do.

Teacher D remarked:

I think the business community is great. They are willing
to hire many kids if they prove well. They do their best
for us. So, we have the business community in our favor.

Teacher B stated:

I like to be out in the businesses. I like for them to see
me. I'm a coordinator who fully believes that I should be
coordinating somewhere almost every single day that I'm on
the job. And, if I can't get to them personally and I feel
like I need to talk to them, then I will definitely call
them up on the phone.... They need to be involved in the
program. I think the business community has a good
perception of our program.... They are willing to help
the teacher.

Teamwork Approach to Relationships. The teachers perceived that

their positive relationships with others and success of their programs

are partly due to their ability to keep people informed of and involved

in various program activities. They believed that administrators,

business persons, and parents will be more supportive if they are given

opportunities to participate as team players in the marketing education

program. Most teachers felt especially strong about making their

principals aware of all their activities. Teacher H made the following

remarks:

The reason I was able to do so much was because my principal
said, you do anything you want. He knew he could trust me.
I went through him always, even if it was just to touch base
~ I'm going to do this.

Teacher F made similar comments:
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I give the principal a copy of all my reports that I fill
out . . . I let him know what I'm doing. The vocational
director gets one. I would give one to the janitor if I
thought it would do any good.

Teacher C stated:

I try to include business people in a lot of things. I
think it's good P.R. to have them as judges. I think it's
good P.R. to have them do workshops for you and be around
students.

These comments were made by Teacher E:

I try to talk to parents . . . I try occasionally to do some
home visitations. We do a parent dinner in the fall. We
try to get as many as possible in at that time and that has
been very successful.

Teacher I expressed this feeling regarding relationships:

You work together as a team to try to get the student to
perform or do their best. The whole thing, when you come
down to it, it's a team approach. I can't do this job by
myself. I have to have the administration backing me. I
have to have the parent working with me, too.

Sumary

This chapter consists of a case report describing the research

findings of the study. First, a background and demographic profile of

the participants is presented in order to provide the reader with a

general description of the marketing teaching award recipients.

Secondly, a perceptual profile of the successful secondary marketing

teacher is presented and discussed. This perceptual profile consists of

five core categories established by the research questions and the

conceptual categories that emerged in each through constant comparative

analysis. The conceptual categories in each are ordered according to
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their dominance in the data with the strongest emerging category

presented first. It should also be noted that some overlapping in the

research findings was found. A conceptual category, although revealed

in one core, may strongly relate to conceptual categories appearing in

other areas of the profile. (The perceptual profile is summarized and

presented in Table 2.)
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CHAPTER FIVE

SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS

This concluding chapter is divided into the following sections:

(a) Summary of the Study, (b) Summary of the Findings, (c) Conclusions,

(d) Recomendations, and (e) Discussion.

Summary of the Study

There has been a lack of research relating to the factors

contributing to teacher success in marketing education. This study

represents an attempt to conduct an in-depth investigation into the

actual experiences, practices, motivations, and abilities of outstanding

marketing education teachers. It is hoped that the results of this

study will be utilized by teachers, teacher educators, school

administrators, and education policymakers in efforts to improve

marketing education programs at the secondary-school level. The purpose

of the study was to develop a profile of the successful secondary

marketing teacher through an inquiry into the perceptions teaching award

recipients in marketing education hold regarding themselves and their

teaching. The following questions guided the research:

1. How do award recipients perceive their teacher preparation?

2. How do award recipients perceive their personal motivations
and abilities?

3. How do award recipients perceive their students?

4. How do award recipients perceive their professional roles and
practices?

99
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5. How do award recipients perceive their teaching environments?

The research design chosen for this study was a naturalistic

inquiry paradigm using the case study approach. The interpretive form

of the case study was employed in order to not only describe the data

collected, but to develop categories that conceptualize the perceptions

of successful teachers. The use of a multiple-case design further

facilitated the researcher in moving beyond description. Cases were

compared and contrasted in order to generate conceptual categories

described in the final case report. Using purposeful sampling, 11 cases

were selected for inclusion in the study. Participants in the study

were secondary marketing teachers who were recipients of the annually

presented, state—level teaching award in marketing education in North

Carolina from 1983 to 1986 and in Virginia from 1980 to 1986. In both

states, the award recognizes teaching excellence, not only in classroom

teaching specifically, but in the numerous responsibilities required for

the operation of a total marketing education program.

A semistructured, open-ended interview was conducted with each

participant using an interview guide to explore the teacher's

perceptions. A second instrument, a teacher profile questionnaire, was

also used during the interview to gather background and demographic

information so as to provide a general description of the participants

for the case report. These data, however, did not enter into the formal

analysis.
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Interview sessions were audio—tape recorded and later transcribed.

Data were then analyzed according to tenets of the constant comparative

method, an inductive procedure which allows for the generation of

conceptual categories and results in an analytic framework describing

the area of study. Analysis began with the organization and coding of

data from each case into the five core categories established by the

research questions. As cases were compared to each other for strategic

similarities and differences, conceptual categories emerged within each

core category. These conceptual categories formed the framework for the

perceptual profile of the successful secondary marketing teacher

presented in the case report.

Sumary of the Findings

Analysis of the data produced the following answers to the

research questions:

Question 1. How do award recipients perceive their teacher

preparation? The participants in this study expressed very positive

views regarding the teacher training they received in marketing

education. Overall, they perceived their preservice training as quite

thorough and better than what other teachers have received. Practical,

"real—world" experiences related to daily teacher tasks or to the

occupational field of marketing were reported as the most beneficial

part of teacher preparation. Teachers perceived coursework involving

projects and simulation activities as more valuable than theory or
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textbook-oriented courses. One area of dissatisfaction in teacher

preparation for most teachers was the shortage of "real-classroom"

teaching experiences, especially the limited time devoted to student

teaching.

Another valuable aspect of teacher training was perceived to be

the integration of marketing content and pedagogy. Subject-matter

knowledge was reported as being an extremely important outcome of their

preparation, but teachers also felt that competency in instructional

methods and skills was equally crucial. Therefore, they believed that a

blend of technical content and pedagogy had contributed to their

teaching success.

Additionally, the award recipients perceived the faculty in their

marketing teacher education programs as having a major and positive

influence on their teacher training and their eventual success in

teaching. Teacher educators were viewed by all teachers, with the

exception of two, as competent role models who helped their students

develop necessary professional skills and attitudes.

All, but three teachers, perceived college as an academically-

challenging experience. Most teachers referred to themselves as poor to

average scholars and blamed unsatisfactory performance in college on a

lack of motivation, imaturity, the need to be employed while in school,

or merely other interests that took priority at the time. However, they

felt that their professional growth has extended well beyond the

completion of their teacher education programs. Graduate coursework,
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teacher inservice programs, and daily on-the-job experience have helped

them to continually improve as teachers.

Question 2. How do award recipients perceive their personal

motivations and abilities? The teachers participating in this study

reported being very satisfied with their jobs as secondary marketing

teachers. Although teachers mentioned various sources of job

satisfaction, they believed their greatest satisfaction is derived from

helping students achieve some success, whether it be in the classroom,

on the job, through DECA activities, or just in life generally.

Therefore, these award-winning teachers perceived themselves as

primarily motivated by a need to have a positive impact on students'

lives.

The award recipients also perceived professional identity and

involvement as a personal motivation. They described themselves as

professionally active and committed to improving marketing education.

Besides having a sense of professional pride, these teachers reported

receiving much satisfaction in belonging to and holding offices in

professional organizations, as well as contributing to such activities

as curriculum development and the planning of teacher inservice

programs. They viewed themselves as persons who seek out opportunities

for professional growth and challenge. Ironically though, teachers also

reported that they had been uncommitted to their present profession

during their teacher preparation or even in the beginning years of

teaching. Most teachers had planned to pursue other careers or teach in
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other subject areas, but were attracted to marketing education because

of the recruitment efforts of a marketing teacher educator during

college or because of the availability of a job in marketing education

upon college graduation.

Other motivations revealed by the teachers' perceptions were the

desire for recognition and reward and the need for independence and

autonomy. The teachers reported that they want to be recognized for

their successes; receiving positive feedback from students, school

administrators, or business persons can be a rewarding part of their

jobs. Also, they perceived themselves as creative and innovative and

prefer working in an environment that allows them to accomplish their

job tasks in an independent, autonomous fashion.

Though genuinely content with their jobs, the teaching award

recipients did report several frustrations in their work. Students who

reject their help and, therefore, do not achieve success represent one

source of frustration. Some teachers reported frustration due to the

lack of opportunities for career advancement or new challenge within

their profession. Teachers also expressed frustration because they have

not received sufficient recognition or praise from school administrators

for performing their jobs successfully. Yet another frustration was

perceived to be the presence of barriers in the work environment that

prevent teachers from accomplishing their job tasks effectively or in

the autonomous manner they prefer. Overwhelming paperwork, non-teaching

duties, and a lack of appropriate facilities or support materials were
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viewed as major barriers. Some teachers expressed frustration because

they must over—extend themselves in order to do a successful job and,

consequently, their personal and family lives tend to suffer.

Most teachers were modest in reporting their strengths and

abilities. Some award recipients did not view themselves as

particularly outstanding teachers, yet believed they were hard workers

and tried to do the best job possible. All teachers revealed a work-

ethic philosophy. They perceived themselves as positive, energetic

teachers who tend to do more than the minimum job requirements and work

longer than the normal school day. In addition, the majority of

teachers perceived their ability for organization and long-range,

detailed planning as a major strength that contributes to their teaching

success. The award-winning teachers reported that they have continued

to improve as teachers through the years, but growth has occurred

personally as well as professionally. They perceived themselves as

developing in maturity, self-confidence, patience, and human relations

due to the nature of their jobs and the professional opportunities they

have had.

Question 3. How do award recipients perceive their students? The

teachers reported that they genuinely like their students and are

concerned about students' personal growth and well—being as well as

their academic and vocational development. These award recipients

perceived their students as needing more than the traditional teacher,

so they willingly assume additional roles, primarily that of counselor,



106

parent, and even friend. Therefore, they develop close relationships

with many students. At the same time, however, the teachers conveyed a

strong desire to maintain a strictly professional relationship with the

student. Consequently, they tend to draw a thin line between their

roles as teacher and friend. Some teachers reported that as beginning

teachers they had maintained a great deal of distance in their

relationships with students because of the closeness in age to students.

Yet, as the age gap became larger, they began relating to students less

as peers and more as parents and, thus, their relationships grew closer.

The teachers participating in this study perceived the major need

of their students as the development of a positive self—image and a

feeling of self—worth. They expressed a desire to provide students,

especially those who have experienced few or no achievements thus far in

life, with opportunities for success in the classroom, on the job, or in

DECA activities. The award recipients felt that students can gain self-

confidence and feelings of self-worth by achieving and succeeding in

something. When their students excel and develop positive self-images,

the teachers reported that they receive satisfaction from the feeling

that they really do make a difference in students‘ lives.

These award—winning marketing teachers also perceived their

students as needing a basic education and training for life generally.

According to the teachers, students can develop, through marketing

education, a wide range of competencies not only necessary for success

in marketing occupations, but for success in life. They viewed
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themselves as capable of helping students acquire skills and knowledge

in the areas of career awareness and exploration, employability and job

survival, decision making and critical thinking, human relations,

communications, and mathematics.

The award recipients believed that students can be best motivated

in the classroom or in other activities through positive approaches.

Although some teachers reported that there is no one motivational

technique that is most effective with all students, they agreed that

students respond best to such positive motivators as praise,

encouragement, genuine concern and caring, and relevant, enjoyable

learning activities. The teachers participating in this study also

revealed that they maintain high expectations for students and tend to

have an old-school philosophy toward student attendance, behavior, and

dress. They approach the classroom and learning seriously and encourage

students to perform to their potential.

Question 4. How do award recipients perceive their professional

roles and practices? The teachers perceived marketing education as a

valuable, educationally sound program that fulfills the same goals of

the secondary school as traditional academics. They reported the

mission of marketing education as being identical to their view of the

aim of education in general, namely to help students explore career

options, develop both personal and work·related values, acquire social

skills, and prepare for citizenship and family responsibilities.
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As marketing teachers, these award recipients perceived themselves

as having a major role in the area of public relations and promotion.

They viewed program promotion in their schools and communities as a

never-ending job, primarily due to the unfavorable perceptions of

vocational education that they perceived as continuing to persist. Most

teachers reported that they try to be very visible in both the school

and business community, and additionally utilize DECA, adult education,

and coordination visits as public relations tools. Some teachers viewed

their role as being more than that of a promoter of marketing education;

they perceived themselves as goodwill ambassadors trying to build a

positive image for the entire school.

Another professional role was perceived to be that of counselor.

Teachers described their responsibility in student guidance and

counseling as extensive. They reported helping students with a broad

spectrum of concerns including job, school and personal problems, as

well as career and educational planning. Some teachers viewed

themselves as incapable of assisting students with certain problems or

concerns, yet believed it is their role to suggest alternative sources

of help.

These award—winning marketing teachers expressed a serious

attitude toward their roles in both classroom teaching and the

cooperative, on—the—job training facet of marketing education. They

viewed both areas as avenues for meaningful learning experiences. In

the classroom, the teachers perceived themselves as authoritative, yet
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also very student—centered. Certain rules and standards are enforced in

their classrooms, however, effort is made to ensure a casual, friendly

environment that encourages student input. These marketing teachers

reported that they try to vary their instructional methods, but tend to

use more "hands—on" learning activities, as opposed to lecture.

As coordinators of students' on-the—job training in marketing, the

teachers believed that it is their role to ensure that students receive

beneficial educational experiences related to their career interests.

They expressed a desire to work closely with employers in order to

provide students with meaningful education and not merely work

experience. The teachers reported that coordination visits tend to have

a definite purpose, are conducted regularly, and are approached in a

professional, business-like manner.

The award recipients perceived their professional roles as many

and varied, yet expressed a desire to do the total job. In discussing

their work roles and practices, they conveyed much dedication and

commitment to their jobs and professions. Many teachers voiced concern

with marketing teachers who do not become involved in their professions

or do not approach their jobs seriously. These award-winning teachers

also expressed concern with various educational issues, especially the

professional status, low salaries, and image of teachers in society.

Question 5. How do award recipients perceive their teaching

environments? The teachers perceived their working environments as very

positive. Many schools were described as having friendly, even family-



110

like atmospheres. These award—winning teachers also reported that they

enjoy very positive relationships with other faculty, school

administrators, parents, and business persons. Some teachers felt that

their good teaching environment may be partly attributed to the presence

of excellent school facilities and equipment.

The award recipients described their school administrators as

supportive of marketing education and them, personally. All, but one

teacher, perceived their administrators, particularly principals, as

democratic or laissez—faire managers who encourage teachers to work

autonomously. The teachers viewed this non-authoritarian leadership

style as crucial in establishing a positive school environment and in

helping them do an effective job.

The teachers participating in this study also perceived the

business community as quite supportive of their marketing education

programs. They reported that business persons are very willing to

assist with the on-the—job training of students as well as with a

variety of DECA projects. The continuous personal contact with the

business community was viewed by the award recipients as both an

important and enjoyable aspect of their jobs.

In addition to enjoying good relationships with school

administrators and business persons, the award—winning teachers viewed

their contact with parents as primarily positive. They perceived

themselves as teachers who tend to have more positive, than negative,

contact with parents since they try to avoid communicating with parents
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only when their children have academic or behavior problems at school.

The teachers often contact parents to give them some positive feedback

regarding students' performance. Also, teachers reported that their

relationship with parents is often two-sided. Parents have sometimes

shown their support and appreciation.

The positive relationships with others and the success of their

programs were perceived by the teachers to be partly due to their own

ability to keep people informed of and involved in various program

activities. They believed that administrators, business persons, and

parents tend to be more supportive if given opportunities to participate

as team players in the marketing education program.

Conclusions

The reader is reminded that this study is not based on a random

sample from which statistical inferences can be drawn. However, a

qualitative study such as this one can suggest hypotheses regarding the

area of study. The following conclusions, therefore, are drawn from the

11 case studies of teaching award recipients examined by the researcher

and are presented as a narrative profile of the successful secondary

marketing teacher. This profile represents a set of hypotheses which

can aid in the development of a theory relating to successful teaching

in marketing education.

Previous research has indicated that effective teachers are

dedicated, energetic, and industrious (Bode, 1972; Turner, 1974) and
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genuinely enjoy teaching (Kelly & Kelly, 1982). This study supports

these findings. The successful teacher in marketing education strives

to fulfill all the responsibilities of a teacher-coordinator: classroom

instruction, coordination, student guidance, program administration and

promotion, and the advising of DECA, the vocational student organization

for marketing education. This individual approaches this total job with

enthusiasm and tends to be quite industrious. He or she views the job

of teacher-coordinator as an important responsibility, therefore, is

conscientious and works hard to accomplish more than the minimum job

requirements. As a result, however, the successful marketing teacher

may often over—extend him or herself and become frustrated with the

overwhelming demands of doing a successful job. Instead of "burning

out," this individual, rather, tends to be very satisfied with being a

marketing teacher and finds great enjoyment in the knowledge that he or

she makes a difference in the lives of students. To this teacher, the

major reward for working hard and doing the total job is the

satisfaction gained from watching students experience success and

develop positive self—concepts.

Not only is the successful marketing teacher interested in doing a

good, thorough job of teaching students and performing other facets of

the job, he or she is professionally committed and involved. The

successful teacher sincerely believes that marketing education is an

educationally sound vehicle for preparing students for life and, thus,

an integral component of the public school curriculum. This individual
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makes an effort to improve the field of education, particularly

marketing education, by assuming leadership roles in such activities as

curriculum development, teacher inservice, and professional

organizations. The successful marketing teacher also seeks

opportunities for professional contribution because these endeavors are

viewed as opportunities for new challenges and learning experiences.

The teacher is interested in self-improvement and sometimes becomes

frustrated with the limited avenues for career advancement in the

teaching profession. However, the teacher tends to develop both

professionally and personally through the years by having the attitude

that he or she must continually learn in order to be an effective

teacher. Tursman's study (1981) supports this conclusion that the

successful teacher continues to grow both personally and professionally.

The successful secondary marketing teacher is a very caring,

student—centered teacher. He or she wants to provide students with

meaningful learning experiences. This person, however, is concerned '

with more than students‘ academic development or preparation for

marketing occupations. The successful teacher attempts to provide

students with a broad spectrum of skills and knowledge so they are

capable of success in not merely the school or workplace, but in life

generally. The teacher's primary mission is to provide opportunities in

the classroom, on the job, and through DECA for students to experience

some success and, thus, develop positive feelings about themselves. The

successful marketing teacher is sincerely interested in helping students



114

gain self-worth and reach their individual potentials as people as well

as students. The teacher has confidence in students' abilities and,

therefore, holds high expectations for students. Because of the

teacher‘s interest and concern for students, this individual is often a

friend, counselor, or parent to the student as well as a teacher. This

close, friendly relationship with the student is a major source of

satisfaction for the successful marketing teacher. Support for these

conclusions has come from Tursman (1981) who also found that good

teachers are student—centered and focus on building students' self—worth

through successful learning experiences. In addition, Cruickshank

(1986), through a synthesis of research, has contended that effective

teachers share personal attributes such as confidence in students,

friendliness, and the holding of high expectations for students.

The successful marketing teacher is most effective when allowed

the freedom to work with minimum supervision. This teacher most often

has school administrators who are laissez-faire or democratic leaders

and, therefore, provide the "hands—off," yet supportive, environment

conducive to autonomous and independent work. The successful teacher

tends to be creative and innovative, enjoying opportunities to design

his or her own curriculum and learning activities. This individual is

usually frustrated when barriers such as paperwork and non-teaching

duties impede creativity or teaching performance.

The successful teacher in marketing education performs teaching

and other program duties in a somewhat structured, methodical manner.
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This teacher is able to effectively handle the many facets and

responsibilities of the job by being an organizer and detailed planner.

In the classroom, the teacher prefers some structure such as basic rules

and standards regarding student behavior. As a coordinator of students'

on—the-job training, visits to training stations tend to be planned in

advance and conducted with a definite purpose in mind, as opposed to

random or casual visitations. On the other hand, the successful

marketing teacher is also flexible and enjoys the variety in the job.

He or she avoids being too rigid, especially in the classroom where the

tendency is to vary instructional methods and create a relaxed

environment in order to help students learn through the most effective

means. Previous research (Bode, 1972; Tursman, 1981) has also found

that successful teachers are flexible in the classroom and tend to vary

teaching methods.

The successful marketing teacher realizes the success of the

marketing education program is dependent on his or her ability to

maintain good interpersonal relationships and gain the involvement and

support of others. Consequently, this individual enjoys good

relationships with school administrators, business persons, and parents

by encouraging open communication and securing their participation in a

variety of program activities. The successful teacher is constantly

aware of the need to maintain a favorable image of marketing education,

therefore, takes advantage of opportunities for public relations and

program promotion, including DECA projects, coordination visits, and
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adult education. He or she maintains high visibility in both the school

and business community. As a coordinator of students' on-the-job

training experiences, the successful teacher conducts visits to training

stations on a regular basis, thus tends to form a close working

relationship with the business comunity. These relationships with

others can be a satisfying part of the teacher‘s job, especially when

others demonstrate confidence in the teacher‘s abilities, show

appreciation for his or her efforts, or recognize his or her successful

performance as a teacher. These conclusions are supported by Bode

(1972) who also found that successful teachers maintain good

interpersonal relationships as well as involvement in the community.

Further support has come from Vredenburg (1975) who concluded that

effective secondary marketing teachers tend to be visible in the

business community, using 50 to 75 percent of their planning periods for

the coordination of students' on-the-job training.

Previous research (Henry, 1973; Wirasasmita, 1983) has suggested a

relationship between the educational experiences of teachers and their

teaching effectiveness. This study concludes that certain aspects of

teacher preparation contribute to teaching success in marketing

education. The successful marketing teacher receives thorough teacher

training via either state teacher certification courses or an

undergraduate degree in marketing education. Therefore, this person

enters teaching confident and well-equipped to handle the varied tasks

of a secondary marketing teacher. His or her preparation is thorough
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because the teacher training program provides a blend of both technical

content and pedagogy. The individual is competent in the subject field

of marketing and, additionally, is able to take that content and present

it to students in appealing and effective ways through lesson planning

and pedagogical skills. The successful marketing teacher is primarily a

"hands—on" learner who benefits most from practical, "real-world"

learning activities, as opposed to textbook and theory—oriented

experiences. He or she, therefore, is best prepared for teaching

through coursework emphasizing the application and practice of "real-

classroom" tasks and skills. Also, competencies in the content area are

most effectively learned by this person through actual on—the-job

experience in marketing occupations.

The successful marketing teacher is not necessarily successful

academically during college, typically seeing him or herself as

performing at an average or even below—average level. This finding is

supported by Bode (1972) who found no relationship between college grade

point average and future success in teaching. Although the successful

teacher is professionally comitted, this dedication is often not

present during preservice training or the early years of teaching.

Becoming a marketing teacher tends to be a college—major decision or

merely a job decision of convenience. This individual is apt to

consider other career fields before reaching a high level of commitment

to marketing education as a long-term profession. The successful

teacher‘s decision to prepare for teaching in marketing education is
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often influenced by a marketing teacher educator who also often serves

as a role model helping to shape this individual's professional

practices and attitudes.

Recommendations

The recommendations of this study are categorized and presented

according to their intended audience or purpose.

Recommendations for Education Policymakers

1. In light of the recent trend toward restructuring teacher

education programs, efforts should be made to ensure that future

marketing teachers continue to receive adequate training in pedagogy as

well as in the content area of marketing. Policymakers should re-

evaluate any attempts to reduce pedagogical coursework in favor of

increased course hours in liberal arts or teaching content areas for

future teachers. Both subject matter competency and the knowledge of

teaching skills and methods should be viewed as contributing equally to

the preparation of successful teachers.

2. Policymakers should reconsider the value of entrance

requirements mandating a minimum grade point average (above the

university or college's required grade point average) for teacher

education programs. Potentially outstanding marketing teachers may be

excluded from the profession because of such a restriction. In

addition, efforts should be made to avoid excluding individuals from

marketing teacher education programs based upon the strength of their
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apparent initial commitment to or interest in teaching. Undergraduate

students who are indecisive about career choices or older persons

contemplating second careers may enter teaching and later become

professionally committed.

3. To facilitate teacher success, state and local supervisors of

marketing education as well as school principals should provide

experienced marketing teachers with an extensive amount of freedom in

the coordination and management of marketing education programs and in

course and curriculum design. Creativity and innovation may be

encouraged by maintaining a work environment that allows for teacher

independence and demonstrates administrative support and trust.

However, those teachers with limited years of experience or those who

have demonstrated a clear lack of teaching success or effectiveness may

need to be closely supervised by administrators. Additionally,

marketing teachers should be given higher-level responsibilities and

more involvement in key decisions impacting on their programs.

Outstanding teachers should be recruited as mentors to assist in the

development of beginning marketing teachers. This type of participation

at the local and state level will provide these teachers with special

recognition and opportunities for professional growth, and

simultaneously, help the profession. Supervisors and administrators

should also aid successful teachers in their guest for new challenges

and learning experiences by allotting time and funds for coursework,

business internships, and leadership roles in professional
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organizations. At the same time, efforts should be made to eliminate

any needless, time—consuming paperwork and tasks that may be impeding

teacher effectiveness.

4. Current procedures for evaluating marketing teachers should be

examined. First, evaluation procedures should reflect the diversity of

the secondary marketing teacher's job. Effectiveness as a classroom

teacher is obviously critical, but the various other responsibilities

required of a teacher-coordinator must be given equal consideration and

importance in evaluation. Teacher success in marketing education,

therefore, should be viewed as effective performance in the total job of

classroom teaching, coordination of on-the—j0b training, DECA advising,

school-community relations, and program administration.

Secondly, marketing teacher effectiveness should not be assessed

solely on a set of easily-evaluated and observable skills or behaviors.

Teacher evaluation systems should address affective competencies,

especially those related to teacher-student interaction and

relationships. For example, this study suggests that successful

teachers in marketing education may contribute to the development of

students' self—esteem.

5. Efforts should be made to establish additional methods of

rewarding and recognizing teacher success in marketing education.

Supervisors and administrators should be aware of the need to make good

teachers feel appreciated and valued.
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Recommendations for Teacher Educators

1. The profile of the successful secondary marketing teacher

produced from this study should be utilized by marketing teacher

educators as a portrait of the ideal teacher in marketing education.

Accordingly, this profile should be shared with persons currently

enrolled in marketing teacher education programs so they may have a

clearer understanding of the characteristics of the successful teacher.

Because it is likely that these persons are considering career paths

other than teaching, they should have the opportunity to determine if a

possible “match" exists between themselves and the profile, therefore,

assisting in their analysis of career choices. Also, if these

individuals do assume teaching positions in marketing education, perhaps

they can become successful through emulating this ideal teacher.

2. Marketing teacher educators should try to infuse the "real

world" with theory as much as possible. First, the amount of time

devoted to field experiences and internships should be examined.

Attempts should be made to provide prospective marketing teachers with

opportunities for "real classroom" exposure and teaching experiences

earlier and more frequently than the typical, single student-teaching

period. Practicums requiring occupational experience in marketing

should be increased or improved in order to provide future teachers with

more than a textbook understanding of their subject field. However,

such practical experiences must always be well connected to a theory

base.
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Secondly, marketing teacher educators are encouraged to examine

their classroom instructional methods to assess whether or not courses

are reflecting the "real world" of the secondary marketing teacher.

Courses should emphasize the application and practice of knowledge

through simulated activities such as teaching demonstrations and role

play and not merely rely on the traditional, college—course format of

lecture and testing.

3. It is recommended that marketing teacher educators adopt a

student—centered approach to preparing secondary marketing teachers. In

the past, there have been efforts to make teacher education competency-

based. If marketing teacher education, however, follows a systematic

approach in which a minimum set of technical competencies are taught and

evaluated, student—centered teachers are not likely to be produced.

More emphasis should be placed on the teacher—student relationship and

on the marketing teacher‘s role in guidance and counseling. Coursework

and internships should assist future teachers in developing an

understanding of adolescents' special concerns and needs. Additionally,

activities in the marketing teacher education program should help build

prospective teachers' human relations and communication skills, so

effective relationships with other persons impacted by marketing

education, besides students, can be enhanced.

4. Marketing teacher educators need to be aware of the influence

they can have upon prospective marketing teachers. First, these teacher

educators must recognize the need to be effective recruiters. Persons
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who may be interested in teaching marketing at the secondary-school

level may be unaware of career opportunities or methods of teacher

preparation in marketing education. Therefore, student recruitment must

be a priority. Recruitment efforts should be designed to inform

individuals of marketing education as a viable career option. Secondly,

faculty in marketing teacher education programs should strive to be role

models for their students by "modeling" effective teaching behaviors and

skills as well as projecting appropriate professional attitudes.

Recommendations for Secondary Marketing Teachers

Secondary marketing teachers presently in the field should conduct

self-assessments using the profile of the successful marketing teacher.

These teachers should determine if their practices and attitudes match

those of the "ideal" marketing teacher. Attempts should be made to

improve performance in teaching, coordination, and other areas of the

job through the emulation of the profile. Teachers need to be aware

that the emulation of this profile may result in increased job

satisfaction, a more effective marketing education program, and an

improved program image in the school and comunity.

Recommendations for Future Research

l. Research should be conducted to determine whether significant

differences exist in the backgrounds, practices, abilities, and

attitudes of marketing teachers recognized as successful and those

marketing teachers who are not award recipients. Comparative case

studies should be conducted to determine if two distinctly different
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teacher profiles can be produced.

2. Survey research should be conducted to determine how many

secondary marketing teachers actually fit the profile produced from this

study.

3. Separate studies should be designed to further examine each of

the five core areas of this study: teacher preparation, personal

motivations and abilities, students, professional roles and practices,

and teaching environment and its relationship to marketing teacher

success.

4. To further assist in the development of a theory relating to

teacher success in marketing education, qualitative research should be

conducted to examine the perceptions of school administrators, business

persons, and students regarding the abilities and practices of those

marketing teachers recognized for teaching success. In addition, such

research should involve observations of these teachers in the classroom

and in other areas of their jobs.

5. Longitudinal studies, beginning with students in marketing

teacher education programs, should be conducted to determine how the

motivations, abilities, practices, and beliefs of marketing teachers

change throughout their teaching careers. The profile from this study

could be modified to include the developmental stages of successful

marketing teachers.

6. The research methodology used in this study should be

replicated in other teaching content areas to determine if all
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successful teachers possess some of the characteristics found in the

profile of the successful marketing teacher.

Discussion

Although a multitude of research has been conducted with the

purpose of defining "good teaching" or describing the effective teacher,

no consensus has been reached as to the answer to the question: "What

makes a good teacher?" Today, perhaps more than ever, additional

information regarding successful teacher performance is needed.

Various criteria are being utilized by school divisions across the U.S.

to determine a teacher's success or failure, and in many cases,

judgments are being made to retain or terminate a teacher based on these

criteria. Some states, hoping to improve the quality of their teachers,

have implemented or are moving toward radical changes in teacher

education. However, before effective decisions can be made relating to

teacher success in schools as well as approaches to teacher preparation,

more research data are required.

Researchers may need to study the various teaching content areas

individually in order to offer meaningful information on teacher

success. This study contributes to the body of knowledge on marketing

teacher effectiveness by providing a profile of the successful secondary

marketing teacher. Previously, research on teachers in marketing

education had concentrated on the identification of job tasks teachers

should perform and the competencies necessary for the successful
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completion of these tasks. However, the profile developed from this

study is based on in-depth insights into the practices and belief

systems of marketing teachers recognized as models of teacher success.

This study moved beyond the generation of basic competencies necessary

for teaching effectiveness and studied successful teachers as

individuals. Although each case in the study represented a unique

individual and teacher, a set of commonalities was identified.

It would be overstepping the bounds of this study to generalize

and conclude that all marketing teachers recognized for teaching success

conform to this profile. Since naturalistic inquiry was the research

methodology chosen for the study and participants were selected

according to specific criteria, the generalizability of the findings to

other teachers is unknown. Yet, this study has offered hypotheses

regarding teacher success in marketing education that may be utilized by

the profession in several ways. First, these hypotheses can be tested

or used to generate ideas for further research and exploration.

Secondly, this study has created a suggestion as to the characteristics

of the outstanding secondary marketing teacher that can assist in the

design of more effective teacher education programs and can serve as a

model for marketing teachers to emulate. Finally, information produced

from this study may enable school administrators, supervisors of

marketing teachers, and education policymakers to modify their practices

and activities in order to meet the needs of marketing teachers and

facilitate their success.
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APPENDIX A

SECONDARY MARKETING TEACHER JOB DESCRIPTION

The marketing education teacher-coordinator is a regular member of
the school staff and is responsible for operating and administering the
marketing education program. The coordinator serves a dual role.
He/she teaches in the classroom and supervises the students' on-the-job
learning activities through the cooperative education method. In
addition, he/she is sometimes responsible for the administration of the
adult marketing education program in the comunity.

The title "coordinator" defines the responsibility of combining
into harmonious action the classroom study of marketing with on-the—job
learning activities which take place in the field of marketing. The
marketing education teacher-coordinator‘s job responsibilities are
divided into five basic areas:

(1) teaching
(2) coordination
(3) guidance
(4) operation and administration
(5) public relations

These areas of responsibility can be further divided into the job tasks
outlined below:

Teaching

1. Prepare and revise all curriculum materials for each course taught.
2. Teach a maximum of three marketing classes each day.
3. Teach/supervise adult classes.
4. Secure and train adult instructors.
5. Maintain teaching content resource files.
6. Plan yearly, monthly, and weekly teaching calendars; prepare daily

lesson plans for each class.

Guidance

1. Select students for the marketing education program through personal
interviews and other data-gathering devices.

2. Counsel with marketing education students in order to develop their
career interests and goals.

3. Each grading period follow-up on the general academic progress of
marketing education students.

4. Meet cooperatively with school guidance counselors.
5. Speak to other classes in the school regarding the marketing

education program and career opportunities in marketing.
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Coordination

1. Select and evaluate appropriate training stations for cooperative
education students.

2. Place students in jobs that are congruent with their career
interests.

3. Work with each student and his/her training sponsor in the
development and implementation of an individual training plan.

4. Coordinate classroom learning activities with each student‘s on—the-
job training experiences.

5. Evaluate students' progress on the job a minimum of once a month and
more often if necessary.

Operation and Administration

1. Plan and implement a yearly program of work for the school's chapter
of Distributive Education Clubs of America (DECA).

2. Organize and supervise all DECA activities.
3. Actively serve on state comittees for DECA.
4. Make arrangements for proper facilities, instructional supplies, and

equipment for the marketing education program.
5. Conduct community surveys to determine local employment and training

needs in marketing.
6. Assist with and serve on the marketing education advisory committee

throughout the year.
7. Prepare monthly, semi—annual, and annual reports called for by

county, state, and federal departments.
8. Supervise student teachers during the year, providing them with a

rewarding training experience.
9. Construct, request, and administer instructional budget for the

marketing education program.
10. Review and recommend reference texts for classroom use.
11. Participate in local, area, and state inservice meetings throughout

the year.
12. Serve on state curriculum committees for marketing education.
13. Attend staff meetings.

Public Relations

1. Speak to various civic groups concerning marketing education.
2. Promote marketing education through participation in community

activities.
3. Plan and prepare program publicity.
4. Take part in extracurricular activities and other school duties.
5. Arrange and direct special events related to the marketing education

program.
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Source: slightly adapted from job description used by Roanoke County
Public Schools, Roanoke, Virginia



APPENDIX B

TEACHING AWARD DATA

NORTH CAROLINA

1. Name of the award: Outstanding Teacher

2. Administrator: NCMEA (North Carolina Marketing Educators'
Association)

3. Year award was first given: 1983

4. Individuals or groups gpalified to make nominations: All marketing
education personnel in North Carolina - teachers, teacher educators,
local supervisors, and state supervisors.

5. Publicity Strategies used to obtain nominations: Letter and
nomination form sent to all persons qualified to make nominations.

6. Qualifications of or restrictions on the candidates:

Candidates must:

. be currently employed as a full-time marketing teacher.

. hold current membership in NCMEA and have held membership for a
minimum of five consecutive years.

7. Individuals or groups responsible for selecting the recipient from
the nominee: An award committee composed of various state marketing
education personnel and other education personnel (e.g., local
vocational director, school principal).

8. Procedures used to select the recipient:

(a) Nominations are submitted to the award comittee chairman.

(b) Nominees submit a completed nomination/information form,
a program description including the nominee's contribution to
marketing education, a maximum of six letters of support (must
include one from his/her immediate supervisor, one from an
administrator, one from either a current or former student, and
one from a parent and/or community person), and a photograph
for publicity releases.

(c) The award committee selects the recipient.
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(d) The recipient is announced at the annual sumer workshop for
vocational educators in North Carolina.

9. Criteria used to select the recipient: The award is given in
recognition of the highest meritorious contribution to the
improvement, promotion, development, and progress of marketing
education. Specifically, criteria are grouped into the following
areas:

(a) Contributions in classroom teaching
(b) Contributions toward innovative, unique, novel programs to meet

the needs of students, school philosophy, marketing education,
community and/or state.

(c) Impact of program on student achievement, curriculum,
community, and/or increased student enrollment.

(d) Evidence of teacher effectiveness with DECA, advisory
committees, and/or legislation or legislators.

VIRGINIA

1. Name of the award: Teacher of the Year

2. Administrator: VAME (Virginia Association of Marketing Educators)

3. Year award was first given: 1980

4. Individuals or groups gpalified to make nominations: All marketing
education personnel in Virginia - teachers, teacher educators, local
supervisors, and state supervisors.

5. Publicity strategies used to obtain nominations: Letter and
nomination form sent to all persons qualified to make nominations.

6. Qualifications of or restrictions on the candidates:

Candidates must:

. be certified and endorsed to teach marketing education

. be currently employed as a full—time marketing teacher with a
minimum of five years teaching experience

. hold current membership in VAME

. sponsor a local DECA chapter

. not be a current VAME officer

. not be a previous recipient of the award

7. Individuals or groups responsible for selecting the recipient from
the nominees:
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(a) Four area selection committees (central, eastern, northern, and
western) determine the outstanding nominee in their respective
areas. Each committee typically consists of a minimum of four
members - the VAME Area Director, a representative from the
business community, a vocational director, and a school
guidance director or counselor.

(b) An on-site selection committee visits each area finalist to
determine the recipient. This committee typically consists of
a minimum of three members - a marketing teacher educator, a
representative from the business community, and a vocational
director or a local/state marketing education supervisor.

8. Procedures used to select the recipient:

(a) Nominations are submitted to the VAME president.
(b) Nominees are notified by the VAME president and asked to return

two letters of recomendation (one from his/her local school
principal and one from a local vocational director or
marketing/secondary education supervisor), an information
sheet, and the fall teachers' report (VERS 5).

(c) Area selection comittees determine the outstanding nominee in
their respective areas.

(d) An on-site selection comittee visits each area finalist to
determine the recipient.

(e) The recipient is announced at the annual sumer conference for
marketing teachers in Virginia.

9. Criteria used to select the recipient:

Criteria are grouped into the following areas:

(a) Instruction — relating to students, planning instructional
activities, maintaining an active DECA chapter, being a
professional role model.

(b) Coordination — working with training sponsors, supervising
students' on—the—job training, identifying adult training
needs.

(c) GuidancegAdministrationgPublic Relations - counseling students,
providing career information, using effective public relations
techniques, participating in community activities, developing
long-range plans for local marketing education program.



APPENDIX C

INTERVIEW GUIDE

Typical Introductory Remarks: The purpose of this research is to try to
find out how successful marketing teachers think and act. During the
next hour or so, I would like to find out as much as I can about your
beliefs, motivations, practices, and experiences as a high school
marketing teacher. I'm interested in you as a person — how you perceive
yourself and your job.

What we will discuss here will be kept in strict confidence. I‘ll
assign a code letter to this interview to protect your identity, so I
hope you will feel free to be honest and open in your responses. If you
have no objections, I would like to tape record the session to free me
from having to write down or try to remember everything you say today.

Is there anything you would like to ask me before we begin?

Perception of Teacher Preparation

1. (a) What did you learn during your teacher preparation that has
been most useful to you as a marketing teacher?

(b) Of the following groups of courses, which have proven to be
most helpful to you as a marketing teacher? least helpful?

- foundations of education
- marketing education
— marketing and business management
- liberal arts
— field experiences (e.g., student teaching, directed

occupational experience)

2. How do you believe your preparation could have been improved?
(What did you not learn that you wish you had?)

3. Overall, how do you perceive the adequacy of your teacher
preparation?

4. How would you describe your general academic performance in
college?

Perception of Personal Motivations and Abilities

5. How did you first decide to become a secondary marketing teacher?

6. What satisfactions do you find in your job? frustrations?
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7. Overall, how do you feel about your job as a marketing teacher?

8. In what ways have you developed since you started teaching?

9. In what activities do you engage to keep developing as a marketing
teacher?

10. What are your future career plans?

ll. (a) Why do you believe you are an outstanding marketing
teacher?

(b) What do you feel are your greatest strengths as a
teacher? your weaknesses?

Perception of Students

12. What needs do your students have that you feel as a teacher you can
fulfill?

13. What do you expect from your students?

14. What satisfactions do you gain from your students?

15. What kinds of relationships do you try to maintain with your
students?

16. What is necessary to motivate your students?

17. How have your feelings about your students changed during your
teaching career?

Perception of Professional Roles and Practices

18. How would you describe your philosophy of education? marketing
education?

19. (a) What do you consider to be your primary objective as a
classroom marketing teacher? coordinator of students'
on-the—job training? advisor of a DECA chapter? adult
marketing instructor?

(b) What do you consider to be your primary objective in the area
of student guidance and counseling? program operation and
administration? public relations?
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20. How would you describe your classroom teaching style/methods? Your
style/method of conducting coordination?

21. How has your professional philosophy or practices changed during
your teaching career?

22. What are your major professional concerns?

Perception of Teaching Environment

23. How would you describe your school climate or atmosphere?

24. How would you describe the community in which you teach?

25. What kind of relationship do you maintain with school
administrators? business persons? parents?



APPENDIX D

TEACHER PROFILE QUESTIONNAIRE

Date:

1. Name:

2. Date of Birth: Sex: Marital Status:

3. Award Received: Year:

4. Undergraduate Major:

Other Degrees Held:

5. Type of Teacher Preparation (if other than undergraduate
education degree):

6. Undergraduate G.P.A.:

7. Total Years of Teaching Experience:

8. Description of Non-Education Work Experiences

Before Entering Teaching:

After Entering Teaching:

9. Present Position:

10. Contract Salary for 1986-87 school year including any supplements:
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If salary supplements are received, what are they for? (e.g., adult
work, department chair, club sponsorship, coaching)

11. Non-Paid Involvement in School Activities:

12. (a) Current Memberships in Professional Organizations:

(b) Past and Present Offices held in the above organizations:

13. Current Memberships in Community Organizations:



APPENDIX E

SAMPLE LETTER SENT TO AWARD RECIPIENTS REQUESTING
PARTICIPATION IN THE STUDY

Dear :

I am preparing to collect data for my doctoral dissertation from
outstanding teachers in marketing education. Since you are a past
recipient of the Marketing Education Teacher of the Year Award in
Virginia, I am hopeful you will agree to participate in this study.

The purpose of this research is to develop a profile of the successful
secondary marketing teacher through an inquiry into the perceptions
successful secondary marketing teachers hold regarding themselves and
their teaching. I will be using a naturalistic inquiry paradigm and a
case study approach to determine successful teachers' perceptions of
their teacher preparation, personal motivations and abilities, students,
professional roles and practices, and teaching environments.

I am hopeful you will agree to schedule an interview with me at a
mutually agreed upon time between February 16 and March 6. This
interview should require no more than one or two hours of your time at
either your office or in your home. (The location should be quiet and
free from distractions.) I will phone you within the next two weeks to
discuss further aspects of this study and to schedule a time for the
interview.

I will be working under the direct supervision of Dr. Richard L. Lynch
of Virginia Tech. Your cooperation will be deeply appreciated by both
Dr. Lynch and me as we feel that the results of this study will be of
great value to the marketing education profession.

Sincerely,

Nancy L. Schoettinger Richard L. Lynch
Doctoral Student Professor of Marketing Education
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