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The purpose of this study was to determine the level of knowledge family 

and consumer sciences teachers had on the concept of contextual teaching and 
learning, and the occurrence of contextual teaching and learning practices in 
their classes. Two hundred and thirty teachers responded to this survey.  Results 
of this study showed that family and consumer sciences teachers had a high to 
very high level of knowledge about contextual teaching and learning, whereby 
teachers with 31 to 40 years of teaching experience had the highest overall level 
of knowledge. Four of the five contextual teaching and learning practices 
occurred daily in three-fourths of family and consumer sciences teachers’ 
classrooms. When teacher groups based on years of teaching experience were 
considered, teachers with 21 to 30 years of teaching experience had the highest 
daily occurrence of contextual teaching and learning practices in their classes. 
On types of family and consumer sciences programs, teachers in an occupational 
program had a higher daily occurrence of contextual teaching and learning 
practices than teachers in an exploratory, comprehensive, or combination 
program. In regards to school location, teachers whose schools were located in a 
rural area had a higher daily occurrence of contextual teaching and learning 
practices than teachers whose schools were located in a suburban or urban area.  

 
The teaching and learning that take place in classrooms across America are for transfer 

(Fogarty, 1992) of knowledge and skills to family, career, and society. Transfer of learning has 
been described as the ultimate aim of teaching (Macaulay, 2000). Transfer refers to a 
phenomenon in which something learned in one situation is carried over to another. A student’s 
ability to transfer information learned in a typical classroom setting to real life situations is 
sporadic and by chance (Greeno, 1997).  According to Lindsay (2000), students are expected to 
recall what they have learned through traditional teaching methods, usually lectures, and apply 
the information in a realistic setting.  The problem occurs when the student is unable to identify 
what knowledge is needed to address a problem outside of the context in which it was learned.  It 
is believed that when students are taught in a context that closely resembles the situation in 
which they will have to apply the information, a greater chance for transfer of learning occurs 
(Schell & Black, 1997). The chances of enabling students to transfer learning from one teaching 
setting to another and/or to real life situations may increase when teachers use contextual 
teaching and learning practices. Thus, transfer of learning was the conceptual framework for this 
study on contextual teaching and learning practices.   

Contextual teaching and learning is defined as a conception of teaching and learning that 
helps teachers relate subject matter content to real world situations (United States Department of 
Education Office of Vocational and Adult Education, 2001). Berns and Erickson (2001) further 
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explain contextual teaching and learning as an innovative instructional process that helps 
students connect the content they are learning to the life contexts in which that content could be 
used. Problem-solving, self-regulated learning, teaching anchored in students’ diverse life-
contexts, learning from each other and together, authentic assessment, and the use of a variety of 
context such as home, community, and work sites, have been identified as practices of contextual 
teaching and learning (Sears & Hersh, 1998). Although these practices have been identified in 
the literature as characterizing contextual teaching and learning, they are not exclusive to the 
concept; these practices are also present in other instructional processes.   

Family and consumer sciences is a discipline that is closely related to real life.  Family 
and consumer sciences educators are dedicated to helping individuals help themselves through a 
better understanding and control of family and community life (Family and Consumer Sciences 
Education, 2005). Additionally, educators work to improve the quality of family and consumer 
sciences instruction and to broaden the scope of the curriculum (Family and Consumer Sciences 
Education, 2005) by developing, integrating, and providing practical knowledge about everyday 
life that can be used to make sound decisions. Relating the content to real life situations and 
problem solving are major contextual teaching and learning practices, and are embedded in the 
family and consumer sciences curriculum. According to Redick (1998), the curriculum draws 
upon the context of the situation, and helps students connect ideas so they can construct new 
solutions to real-world problems. Based on findings from Lynch and Harnish (2003) which 
included a family and consumer sciences teacher, students gain a better understanding of and 
retained the material/subject matter longer when contextual teaching and learning practices were 
used. Therefore, it is theorized that contextual teaching and learning practices can strengthen and 
enhance the delivery of a contemporary family and consumer sciences curriculum and help 
students apply information obtained in classes to other educational settings and everyday life. 
Additionally, using such innovative practices as those embodied in the contextual teaching and 
learning concept will also help position family and consumer sciences educators as educational 
leaders.  

 
 Purpose of Study 

The purpose of this study was to determine the level of knowledge family and consumer 
sciences teachers had on the concept of contextual teaching and learning, and determine the 
extent that contextual teaching and learning practices occurred in their classes. 

 
Review of Literature 

Although contextual teaching and learning is a relatively new concept in the field of 
education, its principles and practices have been around for centuries (Dijkstra, 1998).  The 
concept of teaching students in a context as close to real life as possible can be dated back to the 
16th century.  Michael of Montaigne, a Renaissance writer, believed that students could learn 
more from traveling and experiencing the world first hand than they could from studying a 
textbook (Ediger, 1997).  In fact, the school fieldtrips that students take today could be a result of 
the belief that students learn without the textbook; fieldtrips give students an opportunity to 
interact with society and gain valuable experiences. Creating a setting in which students learn as 
realistically as possible is a goal of teachers who use contextual teaching and learning.  Teachers 
who use contextual teaching and learning practices not only place emphasis on fieldtrips, but 
they also emphasize practices such as learning by doing, problem solving, and cooperative 
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learning. Following are several studies that entailed practices of contextual teaching and 
learning.   

The one study that dealt solely with contextual teaching and learning was conducted by 
Lynch and Harnish (2003) with a group of novice teachers. The study was designed to better 
understand the applications of contextual teaching and learning in the actual teaching context. 
Findings showed that contextual teaching and learning strategies used by novice teachers were 
problem-based learning, project-based learning, collaborative learning, real-world applications, 
and authentic assessment. Novice teachers in this study felt that contextual teaching and learning 
strategies and practices had a positive impact on student engagement and mastery.  

Cockrell, Caplow, and Donaldson (2000) concluded that problem solving helps students 
make the connection between education and application.  In their study, participants were 
students who had little or no knowledge of problem-based learning.  Students were given case 
studies and worked in groups to find solutions.  Data sources included a mid-semester evaluation 
on the strengths and weakness of problem solving, and an end of the semester open-ended 
questionnaire.  Researchers found that students gained confidence in their knowledge of the 
content and felt a sense of ownership. They also reported that students began to use the 
knowledge and skills learned in the course in other settings. Some of the skills the students 
developed from cooperatively solving problems were a better grasp of the information, improved 
critical thinking skills, and the ability to work better with others (Cockrell, Caplow, & 
Donaldson, 2000). Also, problem-based learning has been used in foods and nutrition classes 
(Katz & Smith, 2005; Smith, 2003) to accomplish stated objectives.  A Taste Test was arranged 
to answer the question: can you distinguish qualities of the types of salad greens? Students 
actively tasted and completed an illustrative chart to discover and solve the problem while 
answering the question. The teacher believed that students were able to make distinctions when 
all the salad greens appeared parallel to each other rather than in isolation.    

Cooperative learning provides students with the opportunity to interact with each other, 
and also enables students to gain valuable social skills. Veenman, Kenter, and Post (2000) 
confirmed the improved group relationships, and that on-task behavior and self-esteem also 
improved.  Additionally, Lincoln and McAllister (1993) found cooperative or peer learning can 
encourage students to be more independent, self-directed, and self-supervising. Smith (2003) 
observed a family and consumer sciences creative foods class and discovered that students were 
actively engaged in cooperative learning projects. A follow-up interview with the teacher 
revealed that students’ grades improved when they worked together in groups.    

Parnell (1999) included 350 students in his study.  He formed a team composed of the 
principal, five academic teachers, and two career and technical education teachers.  Teachers 
were trained on how to incorporate contextual teaching and learning strategies into their 
curriculum.  When asked to agree or disagree with the statement,I think I learned more in my 
contextual teaching class than if the subject had been taught in a normal way, 70% of the 
students agreed. Other findings of contextual teaching and learning in the study included—it 
engages and motivates students, improves students productivity, does not require traditional 
texts, improves attendance, and increases student and teacher energy levels. 

Griffin and Griffin (1996) found that students benefit in numerous other ways from 
instruction that is taught in context.  In the study, students who were taught using contextual 
teaching and learning strategies were evaluated using a performance test.  Results were 
compared to the performance test results of students who were taught using traditional teaching 
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methods.  The first test result displayed no significant difference but when the students were 
tested later, the students who were taught in context did much better.   

By using contextual teaching and learning practices students are engaged and their 
performance is improved. Therefore, this suggests that there is a need to continue use and 
exploration of contextual teaching and learning practices.  

 
Method  

Participants  
The population included family and consumer sciences teachers in Georgia who attended 

an annual Winter In-service Conference.  Of the 331 teachers in attendance, 230 responded to 
the questionnaire.   

 
Instrument  

The instrument contained three parts; demographic and programmatic information, and 
two scales.  These scales and all demographic items used in the instrument were developed by 
the researchers after a review of the literature.  The face and content validity of the instrument 
were evaluated by an expert panel of career and technical educators, both university faculty and 
teachers enrolled in the graduate program. Changes suggested by the validation panel such as 
wording of items and instructions for completing the instrument were made.  

Based on Litwin (1995) and Nunnaly (1978) estimations, a score of .70 or higher on  
Cronbach’s alpha suggests good reliability. For this study, the overall instrument showed a 
Cronbach’s alpha score of .78, slightly above the .70 recommended. 

Part I of the instrument sought both demographic and programmatic information. Part II 
assessed teachers’ level of knowledge on contextual teaching and learning which included 4 
topical statements on a Likert type scale. The statements used were:  I can define and explain 
contextual teaching and learning; I have tried to find resources that will help to incorporate 
contextual teaching and learning strategies; I am willing to use contextual teaching and learning 
strategies in my classroom; and I am interested in connecting family and consumer sciences 
content to real life situations.  A 4-point scale was used where participants were asked to respond 
by identifying the following choices to each statement: strongly agree = 4, agree = 3, disagree = 
2, or strongly disagree = 1.   

A Thurston type scale was used for Part III of the instrument to determine the frequency 
of using contextual teaching and learning practices.  A Thurston scale is an attitude measurement 
in which values are assigned to statements and the subjects are asked to respond to these 
statements (Mueller, 1986).  A Thurston type is ordered from the most favorable to most 
unfavorable situation. The 4-point Thurston scale in this study was ordered from most frequent 
to less frequent. The anchors were often, sometimes, occasionally, or never.  For purpose of this 
study, the anchors indicated the following: often = daily; sometimes = weekly; occasionally = 
monthly; and never = not at all. The statements used to measure the occurrence of contextual 
teaching and learning practices in the family and consumer sciences teachers classrooms were: 
students are actively engaged in classroom activities; students learn from one another through 
cooperation and teamwork; learning is related to real world and or simulated issues and 
meaningful problems; higher order thinking and problem solving are emphasized; and learning 
occurs in multiple contexts.   

Findings are reported as descriptive and inferential statistics. Descriptive statistics 
including means, standard deviations, frequencies, and percents were used to understand the 
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data. Mean ratings of 1.0 to 1.75 represent low, 1.76 to 2.25 moderate, 2.26 to 3.25 high, and 
3.26 to 4.00 very high. Inferential statistics including one way analyses of variance (ANOVAs), 
Tukey’s post hoc tests, and Chi-squares were employed to determine differences between teacher 
groups, program types, and school locations. The a priori alpha level for analytical test of 
differences was established at the .05 level. 

 
Findings 

Characteristics of teachers  
Two hundred and thirty family and consumer sciences teachers participated in this study. 

They ranged in age from 22 to 69 with an average age of 44.7. Teachers also varied in their years 
of teaching experience, 1 to 39, with an average of 16.5. The majority of the teachers were 
Caucasian (77%) and less than a fourth (21%) was African-American.   

   
Level of knowledge on contextual teaching and learning   

Teachers’ ratings for level of knowledge on contextual teaching and learning are shown 
in Table 1. Slightly more than a fourth (28%) and almost a half (48%) of the teachers strongly 
agreed and agreed, respectively, that they could define and explain contextual teaching and 
learning. Two-thirds of the teachers have tried to find resources on contextual teaching and 
learning, 33% strongly agreed and 34% agreed. On willingness to use contextual teaching and 
learning practices, 38% of the teachers strongly agreed while 55% of the teachers agreed. When 
teachers were queried on their interest in connecting their subject content to real life situations, a 
majority 77% and 18% of the teachers strongly agreed and agreed, respectively. When means 
were calculated to determine overall level of knowledge on contextual teaching and learning for 
family and consumer sciences teachers, willingness to use contextual teaching and learning (M = 
3.3) and interest in connecting subject matter to real life situations (M = 3.7) received the highest 
means. I can define and explain contextual teaching and learning received the next highest rating 
(M = 2.9) whereas I have tried to find resources received the lowest rating (M = 2.8). Based on 
the representation of the mean ratings, teachers had a very high level of knowledge on two 
statements, willingness to use and interest in connecting contextual teaching and learning.  
Teachers had a high level of knowledge on the remaining statements, I can define and explain, 
and I have tried to find resources on contextual teaching and learning.    

 
Table 1 
Family and Consumer Sciences Teachers Level of Knowledge on Contextual Teaching and 
Learning  

SA A D SD Statement F % F % F % F % 
I can define and explain contextual 

teaching and learninga 
65 28 111 48 33 14 19 8 

I have tried to find resources on 
contextual teaching and learningb 

50 22 110 48 42 18 21 9 

I am willing to use contextual teaching 
and learningc 

87 38 127 55 4 2 8 4 

I am interested in connecting family and 
consumer  sciences content to real life 
situationsd 

178 77 41 18 0 0 9 4 
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aM = 2.98, SD = .88 
bM = 2.85, SD = .87 
cM = 3.30, SD = .68 
dM = 3.71, SD = .67 
Note. SA (strongly agree) = 4, A (agree) = 3, D (disagree) = 2, and SD (strongly disagree) = 1. 
 
Years of teaching experience and level of knowledge on contextual teaching and learning 
 Teachers varied in their years of teaching experience. Ten teachers reported 1 year of 
experience while 37, 38, and 39 years of teaching experience were reported by one teacher for 
each year. In order to better understand the differences in teachers in various stages of their 
careers, teachers were sub-grouped according to number of years of teaching experience. This 
grouping yielded the following categories of years of teaching for the participants: 1-10, 11-20, 
21-30, and 31-40. On the Certified Personnel Data section of the Georgia Public Education 
Report Card, teachers are grouped in ten-year increments for years of experience (Georgia 
Department of Education, 2005). Teachers in this study were categorized accordingly. 
 Frequencies for years of teaching experience were disproportionately distributed among 
the four groups (see Table 2). The category representing 11-20 years of teaching experience was 
the largest group, (n = 77). The second largest group (72) represented participants who had 
taught 21-30 years, while the lowest count (n = 11) was reported for the 31 to 40 years of 
teaching.   

One-way ANOVAs were used to determine if teacher groups were different based on 
years of teaching experience and the four topical statements on knowledge of contextual 
teaching and learning.  Analyses indicated no significant differences on level of knowledge on 
contextual teaching and learning and any teacher group. Means and standard deviations for 
teachers’ level of knowledge for the four topical statements on contextual teaching and learning 
in each teacher group are shown in Table 2. Teachers who had taught 31 to 40 years had the 
highest overall mean (M = 3.84) on knowledge of contextual teaching and learning. Teachers in 
the 31 to 40 years of teaching experience group had a very high level of knowledge on 
contextual teaching and learning.    
 
Table 2 
Years of Teaching Experience and Teachers Level of Knowledge on Contextual Teaching and 
Learning (N = 230) 

Teaching 
Experience 1-10 11-20 21-30 31-40 

(n) (70) (77) (71) (10) 
Statement M SD M SD M SD M SD 
Definition 2.88 .88 3.04 .88 2.96 .89 3.40 .70 
Resources 2.87 .84 2.84 .93 2.84 .88 2.82 .75 
Willingness 3.29 .62 3.34 .66 3.26 .77 3.40 .52 
Interested 3.80 .50 3.73 .60 3.60 .87 3.82 .41 
Overall 3.65 .38 3.70 .38 3.74 .32 3.84 .26 
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Occurrence of contextual teaching and learning practices in family and consumer sciences 
classes 

Contextual teaching and learning practices have been implemented in family and 
consumer sciences classes (Smith, 2003). The next four tables show teachers’ ratings on 
contextual teaching and learning practices. Identified practices for contextual teaching and 
learning are: students are actively engaged in classroom activities; students learn from one 
another through cooperation and teamwork; learning is related to real world and or simulated 
issues and meaningful problems; higher order thinking and problem solving are emphasized; and 
learning occurs in multiple contexts. Table 3 shows the occurrence of contextual teaching and 
learning practices in family and consumer sciences classrooms. Findings revealed that overall 4 
of the 5 contextual teaching and learning practices were used often by almost three-fourths of 
family and consumer sciences teachers. In this study, often was used to indicate daily. Following 
are the contextual teaching and learning practices and the percent of teachers who used them 
daily: actively engaged students (82%); learn from each other or teamwork (75%); related 
learning to real world (78%); and used multiple contexts (71%). Higher order thinking and 
problem solving were used often by 58% of the teachers. Never or not at all was not selected by 
any of the 230 teachers in this study.       
 
Table 3   
Occurrence of Contextual Teaching and Learning Practices in Family and Consumer Sciences 
Classes          

Daily Weekly Monthly Statement F % F % F % 
Actively Engaged 189 82 37 16 4 2 
Teamwork 173 75 48 21 8 4 
Real World Learning 179 78 46 20 2 1 
Problem Solving 133 58 87 38 9 4 
Learning Occurs in Multiple Contexts 163 71 58 25 8 4 
 
Years of teaching experience and contextual teaching and learning practices 

Frequencies and percents for contextual teaching and learning practices and each teacher 
group based on years of teaching experience are shown in Table 4. Teachers who had taught 21 
to 30 years had the highest percentages of daily use on contextual teaching and learning practices 
followed by teachers with 31 to 40 years of teaching experience. Teachers with 21 to 30 years of 
teaching experience had highest percents of daily use on actively engage students, learn from 
each other/teamwork, and multiple contexts. Teachers with 31 to 40 years of teaching experience 
had the highest percents of daily use on real world learning and problem solving. Chi-squares 
were used to determine if teacher groups were different based on years of teaching experience 
and contextual teaching and learning practices. Analyses indicated no significant differences on 
contextual teaching and learning practices and any teacher group.  
 
Table 4 
Effects of Years of Teaching Experience on Contextual Teaching and Learning Practices 

Daily Weekly Monthly 
Often Sometimes Occasionally Practice and Years Teaching 

Experience F % F % F % 
Total 
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Actively Engaged        
1-10 54 77 13 19 3 4 70 
11-20 63 82 13 17 1 1 77 
21-30 60 83 12 17 0 0 72 
31-40 9 82 1 9 1 9 11 

Teamwork        
1-10 53 76 16 23 1 1 70 
11-20 54 70 21 27 2 3 77 
21-30 56 79 11 16 4 6 71 
31-40 8 73 2 18 1 9 11 

Real World        
1-10 52 74 17 24 1 1 70 
11-20 60 78 16 21 1 1 77 
21-30 56 78 14 20 2 3 72 
31-40 10 100 0 0 0 0 10 

Problem Solving        
1-10 36 51 31 44 3 4 70 
11-20 47 61 27 35 3 4 77 
21-30 43 60 28 39 1 1 72 
31-40 7 64 3 27 1 9 11 

Multiple Contexts        
1-10 44 63 24 34 2 3 70 
11-20 56 74 16 21 4 5 77 
21-30 56 79 13 18 2 3 72 
31-40 8 73 3 27 0 0 11 

 
Program type and contextual teaching and learning practices 

Occurrence of contextual teaching and learning practices based on each type of program 
is presented in Table 5. The program types were exploratory (middle school), comprehensive 
(preparation for work of home), occupational (preparation for work/career), and combination 
(both comprehensive and occupational). Of the 230 teachers, 48 (21%) taught in an exploratory 
program, 142 (62%) in a comprehensive program, 22 (10%) in an occupational program, and 18 
(8%) in a multiple program. However, teachers who were teaching in an occupational program 
had the highest percent of daily use on 3 of 5 of the contextual teaching and learning practices. 
Those practices were: teamwork, real world learning, and higher order thinking and problem-
solving. Teachers in an occupational program and those in a combination program received the 
same percent of daily use on the practice of multiple contexts. Chi-squares were used to 
determine if teachers in different program types were different on contextual teaching and 
learning practices. Analyses indicated no significant differences on any program type and 
contextual teaching and learning practices.  

 
Table 5 
Effects of Family and Consumer Sciences Teachers Program Type on Contextual Teaching and 
Learning Practices    

Daily Weekly Monthly Program 
Often Sometimes Occasionally 

Total 

21  



F % F % F % 
Actively 
Engaged 

       

Exploratory 40 83 8 17 0 0 48 
Comprehensive 111 78 26 18 5 4 142 
Occupational 19 86 3 14 0 0 22 
Combination 16 89 2 11 0 0 18 

Teamwork        
Exploratory 35 72 11 23 2 4 48 
Comprehensive 102 72 34 24 5 4 141 
Occupational 21 96 1 5 0 0 22 
Combination 13 72 4 22 1 6 18 

Real World        
Exploratory 39 81 8 17 1 2 48 
Comprehensive 103 73 35 25 3 2 141 
Occupational 20 91 2 9 0 0 22 
Combination 16 89 2 11 0 0 18 

Problem Solving        
Exploratory 29 60 17 35 2 4 48 
Comprehensive 76 54 60 42 6 4 142 
Occupational 18 82 4 18 0 0 22 
Combination 10 56 8 44 0 0 18 

Multiple 
Contexts 

       

Exploratory 35 72 10 21 3 6 48 
Comprehensive 97 69 39 28 5 4 141 
Occupational 18 82 4 18 0 0 22 
Combination 14 82 3 18 0 0 17 

 
Geographical location of school and contextual teaching and learning practices 

Table 6 shows the occurrence of contextual teaching and learning practices based on 
school location. Nearly half (44%) of the schools were located in a rural setting and another 44% 
in a suburban setting (100 and 102, respectively).  Twelve percent or 44 of the schools were 
located in an urban setting. Teachers who were in a rural setting had the highest percent of daily 
use on 3 of the 5 contextual teaching and learning practices. Those practices were teamwork, real 
world, and multiple contexts. Chi-squares were used to determine if teachers in different 
geographical locations were different on contextual teaching and learning practices.  Findings 
revealed that no significant differences were found.  

 
Table 6 
Effects of Family and Consumer Sciences Teachers Geographical Location of Schools  on 
Contextual Teaching and Learning Practices 

Daily Weekly Monthly 
Often Sometimes Occasionally Location 

F % F % F % 
Total 

22  



Actively 
Engaged 

       

Rural 81 81 18 18 1 1 100 
Suburban 84 84 15 15 3 3 102 
Urban 21 75 6 21 1 4 28 

Teamwork        
Rural 80 80 17 17 3 3 100 
Suburban 72 72 26 26 4 4 102 
Urban 19 68 7 26 1 4 28 

Real World        
Rural 82 82 16 16 2 2 100 
Suburban 77 77 23 23 2 2 102 
Urban 19 68 8 30 0 0 28 

Problem Solving        
Rural 57 57 41 41 2 2 100 
Suburban 59 59 38 38 5 5 102 
Urban 17 61 10 36 1 4 28 

Multiple 
Contexts 

       

Rural 76 76 22 22 2 2 100 
Suburban 70 70 24 24 6 6 102 
Urban 18 64 10 36 0 0 28 

 
Conclusions and Discussion 

Several findings emerged from this study. First, family and consumer sciences teachers 
had a high to very high level of knowledge on contextual teaching and learning. Second, a 
majority of family and consumer sciences teachers used contextual teaching and learning 
practices daily. Higher order thinking and problem solving were used less often than other 
contextual teaching and learning practices. Next, teachers did not differ on contextual teaching 
and learning knowledge or practices regardless of years of teaching experience, program type, or 
school location.  With regards to years of teaching experience and contextual teaching and 
learning practices, teachers with 21 to 30 years of teaching experience had the highest 
occurrence of daily use of contextual teaching and learning practices.  On type of family and 
consumer sciences program and contextual teaching and learning practices, teachers who were 
teaching in an occupational program had the highest occurrence of daily use of contextual 
teaching and learning practices.  Last, teachers who were in a rural setting had the highest 
occurrence of daily use of contextual teaching and learning practices.  

Although contextual teaching and learning is relatively new in education, family and 
consumer sciences teachers are knowledgeable about the concept. However, to increase 
knowledge level and promote the implementation of contextual teaching and learning practices, 
administrators of family and consumer sciences programs in Departments of Education and 
Local Education Agencies (LEA) are encouraged to offer professional development for teachers. 
In-service days, both local and state levels, would be opportune times to offer such professional 
development. Of special focus during professional development should be the implementation of 
contextual teaching and learning practices. It is recommended that actual case studies be used to 
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illustrate the implementation of contextual teaching and learning as well as help bridge the gap 
between theory and practice.    

The finding that showed teachers with 31 to 40 years of teaching experience had the highest 
overall mean on knowledge of contextual teaching and learning was unique, but interesting.  In 
previous studies concerning years of teaching experience and new initiatives or educational 
reform, teachers in the latter years of their careers usually do not rate higher than other teacher 
groups (Lokken, Cheek, & Hastings, 2003; Smith, Jones, & Hall, 2003;). In this study, longevity 
may have contributed to teachers’ experimenting with innovative instructional processes and 
their subsequent use. 

From these findings, it appears that contextual teaching and learning practices take place 
regularly in a majority of family and consumer sciences classrooms. This was especially true 
with the practices of having students actively engaged, learning related to real life, and learning 
from each other. While these practices are not exclusive to contextual teaching and learning, they 
have been identified as characteristics of contextual teaching and learning (Sears & Hersh, 
1998), and effective in increasing student achievement (Lynch & Harnish, 2003). Cooperative 
learning or learning from each other not only improves social skills, but improve academic 
achievement as well (Stevens & Slavin, 1995).  According to some researchers (Medrich, 
Calderon, & Hoachlander, 2002), students should be active participants in their learning.  
Therefore, family and consumer sciences teachers should continue to plan and deliver activities 
that satisfy student interest while meeting their needs. Higher order skills and problem solving 
are very important in family and consumer sciences as students are prepared to solve the 
practical, recurring problems they will encounter relating to their everyday lives; these practices 
help students learn to apply the knowledge they have learned (Cockrell, Caplow, & Donaldson, 
2000). However, higher order skills and problem solving received the lowest ratings on daily 
use. Family and consumer sciences teachers should be encouraged to use this practice more 
often. 

In this study, teachers in an occupational program had the higher percent of daily use on 
contextual teaching and learning practices. This may be due to the aim of the occupational 
program; that is, preparation for work. Since occupational programs require simulated or real 
laboratory experiences, the practices identified within the contextual teaching and learning 
construct are helpful to these teachers in achieving the goals of the program and adequately 
preparing students for work or a career.  

 Teachers who identified their schools in a rural area had the highest percent of daily use of 
contextual teaching and learning practices. Little has been written on family and consumer 
sciences teachers and school location or setting. These writers postulate that because of the 
possible limitations that the location imposes, teachers in rural schools have become creative 
with instructional processes and activities. Thereby, the use of contextual teaching and learning 
practices are more prevalent.   

According to Lynch and Harnish (2003), higher levels of learning seemed to take place 
when contextual teaching and learning strategies were used by novice teachers. Students were 
more engaged, motivated, and attentive when contextual teaching and learning practices were 
used (Lynch & Harnish, 2003).  It is recommended that family and consumer sciences teachers 
use and/or continue to use contextual teaching and learning practices in their teaching to engage 
and motivate students. These writers believe that the integration and adoption of innovative 
instructional processes such as contextual teaching and learning practices are important for 
family and consumer sciences as they continue to deliver a contemporary curriculum. We further 
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contend that contextual teaching and learning practices should be embraced in family and 
consumer sciences by teachers and other professionals.    

Contextual teaching and learning can and should be viewed as an initiative in family and 
consumer sciences as it is a relatively new concept in education. The findings from this study 
indicate that family and consumer sciences teachers are abreast of this new initiative in 
education. These findings also lead one to believe that family and consumer sciences teachers 
are open to new initiates, which support the idea that they can be considered and viewed as 
leaders in the educational arena.    
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