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In educational world, the language teaching pendulum is swinging away from methods to
postmethod pedagogy although its actual emergence in some contexts is under doubt. The present
study aims at pursuing whether Iranian English-as-a-Foreign-Language (EFL) teachers conform
their teaching approach to postmethod principles and whether there exists a relationship between
teachers’ willingness and conformity to post-method pedagogy and their academic success
perceived by their students. To this end, an exploratory study was undertaken with a sample
size of 102 EFL teachers from a number of private institutes in Iran. The Postmethod |Pedagogy
Questionnaire (PPQ) was employed to evaluate the teachers’ level of willingness and conformity
to the principles of postmethod pedagogy. In addition, the measures of the teachers’ professional
success were obtained via Characteristics of Successful Iranian EFL Teacher Questionnaire
(CSIETQ) which was filled out by the participant-teachers’ students. The analysis of one-sample
T-test indicated that Iranian EFL teachers do not show significantly high level of willingness and
conformity to the principles of postmethod pedagogy. In this regard, educational level does not
play any significantinfluence on the teachers’ conformity to postmethod principles, determined by
the results of one sample T-test having been run on BA and MA teachers’ postmethod conformity.
The results of Pearson correlation coefficient demonstrated that there is a significant and positive
relationship between conformity to postmethod pedagogy principles and professional success.
The results offer implications and suggestions for pedagogical consideration within Iranian EFL
context.

Key words: Educational Level, Postmethod Pedagogy, Professional Success, Willingness and

Conformity to Postmethod Principles

INTRODUCTION

The last quarter of the twenties century witnessed a num-
ber of dramatic changes among which postmodernism is
claimed to be the most outstanding. It is a reaction against
the naive acceptance of classroom-management techniques
prescribed by outsiders. Professional endeavors to find a
relevant and coherent alternative to top-down methods were
inspired by boredom with the marginalization of both teach-
ers and learners. Whether educational context has embraced
the tenets of such postmodernism ideas in practice is under
doubt. There also exists the question whether long-claimed
consequences of postmethod pedagogy have been full filed.
The present study was undertaken to have an in-depth inves-
tigation of these two important concerns.

From Method to Postmethod Era

For centuries the goal of language teaching had been to find
the best method. The practitioners in the field of language
teaching had believed that improvement in teaching language
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results from improvement in the quality of methods. Called
absolutism, such an ideology implied that successful teach-
ing is the accurate replication of a method (Prabhu, 1990).

However, over the years, it has been realized that methods
marginalize the role of both teachers and learners. Learners’
various styles, preferences, and needs are ignored in such a
teaching context. Teacher reflection and creativity are also
destroyed. In addition, methods are the tools by which Euro-
pean ideologies are imposed to other countries. This cultural
imperialism marginalizes the learners’ local culture (Lars-
en-Freeman, 1986, Stern, 1992).

By the end of twenties century, mainstream language
teaching no longer regarded the application of methods as
the key factor in achieving academic success. Some spoke
of the death of methods in terms of post-method pedagogy
(Richards & Rodgers, 2001). Postmethod pedagogy emerged
as a response to second language teachers’ and researchers’
effort in searching for fruitful and realistic ways to best man-
age teaching profession. This is because the existing teach-
ing methods have been complained not to deliver what they
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promised (Kumaravadivelu, 2003). Freeing teachers from
the constraints of the methods, post-method pedagogy has
invigorated them by providing a variety of options generated
by teachers’ own reflection and creativity. Indeed, it is be-
lieved to be the most optimal way of language teaching that
releases language teachers form the method-based strong-
hold (Bell, 2003).

Theoretical Frameworks

The postmethod discourse underpins three principles of lan-
guage teaching which were proposed by Kumaravadivelu
(2001) and addresses the aspects of practice, context, and
empowerment respectively. Firstly, it should be the pedago-
gy of particularity: language teaching is a local phenome-
non, influenced by a particular teacher teaching a particular
group of learners who pursue a particular set of goals in a
particular institutional and particular sociocultural context.
Secondly, it is the pedagogy of practicality: instead of be-
ing consumers of the theories provided by the others, teach-
ers should autonomously theorize from their practice and
practice what they have theorized. Such theories generated
by teachers themselves are living and working and involve
reflection and action. Thirdly, it should be the pedagogy of
possibility: teachers need to pay attention to learners’ histor-
ical and social identities and develop theories based on not
only the educational context but also the broader social, eco-
nomic, and the political environment in which the learners
have grown up.

The death of methods brings about the question that how
teachers can have successful teaching in the era when there
is no method to follow. Many intellectuals have sought the
answer. Kumaravadivelu (1994), for example, recommend-
ed a strategic framework for language teaching. It consists
of ten macro-strategies which are broad guidelines based
on which teachers can generate their own situation-specific
techniques. Maximizing learning opportunities, facilitating
negotiated interaction, and promoting learner autonomy are
some of those macro-strategies, to name a few.

In addition, stern (1992) proposed a strategy frame-
work consisting of three dimensions, namely, the intralin-
gual-crosslingual dimension, the analytic-experiential di-
mension, and the explicit-implicit dimension. First of all, in
the method era, there was an everlasting controversy over
the role of native language or the target language in teaching.
However, what is important is the use of both depending on
the learners’ goals, their previous experience in L2, and the
context in which the program takes place. The second dimen-
sion deals with the choice between explicit formal instruc-
tion and message-oriented interaction in a communicative
context. Although followers of methods focused merely on
one of them, there is no reason to believe that one is the key
for a successful language teaching. Thirdly, whether to base
teaching on conscious intellectual exercises or indirect and
subconscious acquisition was an unanswered question in the
method era. The advantages of both, however, should be ac-
knowledged. They should be mixed according to the topic,
course objectives and the students’ characteristics.

Teacher Role in Postmethod Pedagogy

The disappearance of methods and the rise of the postmeth-
od debate have stirred a fresh round of the teacher coming
to the center of language teaching. Postmethod pedagogy is
highly teacher-dependent as it is the teacher who can ful-
fill the promises of postmethod (Ahmadian & Erfanrad,
2014). It is promising and insightful in that it respects the
role of teachers as constructors of meaning and it accounts
for autonomy, agency, and mediated learning (Hosseini,
Rashidi, & Rasti, 2015). Equally convincingly, Kumarava-
divelu (2003) argued that it empowers teachers to follow
their teaching process based on their teaching experiences as
critical thinkers, theorizers, and field practitioners. Teachers
explore their own teaching approaches which are socially re-
alistic and contextually sensitive.

Khatib and Fathi (2012) rightly claimed that postmethod
pedagogy views the teacher as having autonomy in his/her
teaching performance. No longer do they need to be unduly
concerned with the congruence of their teaching practice with
what outside experts prescribe. They are recommended to
rely on their own experiences to manage the teaching process.
This very fact requires that teachers be critical and reflectiv
practitioners. Tasnimi (2014) stated that competent postmeth-
od teachers are self-directed theorizers constructing their own
theory of practice. In doing so, they should affectively analyze
their instruction to implement the required changes in order
to achieve the desired goals. In a reflective teaching practice,
they should refrain from just transmission of a preselected
body of knowledge. Khani and Darabi (2014) also identifie
the new roles of teachers in postmethod era as evaluators, ob-
servers, critical thinkers, theorizers, and practitioners.

Empirical Studies in the ELT Context

Having been around for at least two decades, many empirical
studies have been undertaken to explore the real emergence
of postmethod pedagogy in English language teaching.
Motlhaka (2015), for an instance, employed a qualitative
research approach to explore teachers’ professional growth
that postmethod pedagogy brings about. The analysis of
the data gathered through open-ended questionnaires and
in-depth interviews indicates that teachers report a sense of
ownership of their teaching practice. Teachers extend their
research skills, reflect on the teaching process, and adopt a
critical outlook toward their professional action. Postmethod
pedagogy also necessitates that teachers be empowered so
that they can be great sources to create meaningful learning
environment while striving their professional growth.

Saengboon (2013) solicited university professors’ opin-
ions concerning postmethod pedagogy through qualitative
case study. Having a sufficient level of understanding of
postmethod pedagogy, the participants viewed it as a break
away from traditional methods of instruction and from a
banking pedagogy to an empowering pedagogy. To apply
the principles of postmethod pedagogy in classrooms, they
emphasized going beyond linguistic input, incorporating a
humanistic stance toward English teaching, and incorporat-
ing form, function, and meaning.
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Khani and Darabi (2014) explored the reflection of prin-
ciple-based and postmethod pedagogy in teachers’ perfor-
mance in Iranian ELT context, exploiting a checklist which
evaluates teachers’ performance across the principles. The
results determined that principle-based and postmethod peda-
gogy are not highly applied in Iranian classrooms. Some vari-
ables, like teaching experience, educational level, and gender
are identified to affect teachers’ performances regarding the
application of principles-based and post-method features. As
educational degree increases, the teachers’ performance be-
comes more principles-based. Teachers’ performance is also
influenced by their gender. The teaching of male teachers is
more based on principles-based and post-method pedagogy
than females. Similar results were also gained by Razmjoo,
Ranjbar, and Hoomanfard (2013) who demonstrated that
Iran’s teaching practice is manly based on eclectic teaching.
The feasibility and practicality of a fully post-method based
teaching pedagogy in Iranian context is under doubt. In the
same vein, Mardani and Moradian (2016), in a mix-method
research, proved that while well aware of the principles of
postmethod era, Iranian EFL teachers face many limitations
in implementing the teaching practice based on its criteria.

Fathi, Ghaslani, and Parsa (2015) explored the amount of
go-togetherness between the extent to which Iranian English
teachers show conformity and willingness to the principles
of postmethod pedagogy and the degree of their reflection in
classrooms. The result of Pearson correlation analysis indi-
cated a significantly positive relationship between the vari-
ables, substantiating the compatibility and congruence of
willingness to postmethod and reflective thinking. Similarly,
Dagkiran (2015) investigated the relationship between EFL
teachers’ perception of postmethod pedagogy and reflective
practices. The analysis of the data revealed that the princi-
ples of postmethod pedagogy and the elements of reflective
practices interrelate especially with regard to local needs,
critical reflections on teaching, and socio-political issues

PURPOSE OF THE STUDY

In the era when following methods is believed to make
teachers slave to imperialistic ideas, equipping teachers with
necessary skills to autonomously manage their teaching
practice has long been the main focus of post-method prac-
titioners. In this line, exploring whether teachers are really
willing to and conform to the principles of post-method ped-
agogy is indeed vital. In addition, whether such conformity
can lead to higher academic success is illuminating as far as
teacher education programs are concerned. Although a few
numbers of studies (e.g. Fathi et al., 2015; Khany & Darabi,
2014; Mardani & Moradian, 2016) addressed the application
of post-method pedagogy in Iranian context, clearly, a need
exists for sharper focus on this subject. This line of research
is of great importance because whether an innovation in
language teaching is successfully implemented depends on
teachers’ opinions about it. Postmethod pedagogy stands out
as an example of the conceptualization of an innovative idea,
thereby deserving to be studied seriously.

Hence, this study is an attempt to pursue whether Iranian
EFL teachers conform their teaching approach to postmethod

principles. In this line, the influence of teachers’ educational

level on their willingness to postmethod pedagogy is also ex-

plored. Finally, the study aims at finding whether there exists

a relationship between teachers’ willingness and conformity

to post-method pedagogy and their academic success per-

ceived by their students. The research presented here aims at
finding out answers to the following questions

* Do Iranian EFL teachers show significantly high level
of willingness and conformity to the principles of post-
method pedagogy?

» Is there any significant difference between Iranian EFL
teachers holding BA and those holding MA in terms of
the level of willingness and conformity to postmethod
principles?

» Is there a significant relationship between the extent to
which Iranian EFL teachers show willingness and con-
formity to the principles of postmethod pedagogy and
their professional success?

Null hypotheses were formed to examine the research
questions.

METHODOLOGY

Participants

To answer the research question, 102 Iranian teachers
(43 males, 59 females) teaching EFL at pre-intermediate,
intermediate, and advanced levels in private institutes took
part in the study. The participants range in age from 19 to 34
and in teaching experience from 8 months to 14 years. They
were selected based on the convenience sampling method
from Khorasan Province in the cities Neishabour, Mash-
dad, Sabzevar, and Birjand. In Iranian context, the gradu-
ates of different branches of English language field (English
Teaching, English Translation, and Linguistics) can enter the
teaching profession. For the participants to be fully aware
of the principles of language teaching so that the aim of the
study can be validly achieved, the teachers who hold BA or
MA degrees (57 and 45 respectively) just in English Teach-
ing were chosen.

As the teachers’ academic success is identified based on
their students’ perceptions, there is also a second group of
participants. They are 1744 male and female learners, the
students of the teacher-participants at that time. They range
in age from 16 to 45 and studied English language in the
above-mentioned institutes. The number of students who
provided the measures of professional success for each
teacher ranged from 12 to 22. For both groups, no distinction
is made between the males and females.

Instrumentation

In order to address the research questions, the following in-
struments were used.

Postmethod pedagogy questionnaire (PPQ)

In order to measure teachers’ conformity and willing-
ness to post-method principles, the Postmethod Pedagogy
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Questionnaire, designed and validated by Fathi et al. (2015)
was employed. It is a 29-item questionnaire developed on
the basis of three factors of teacher sense of social justice,
teacher autonomy, and teacher sense of academic enthusi-
asm. Each item is followed by a 6-point likert scale, ranging
from ‘strongly agree’ to ‘strongly disagree’. The reliability
of the questionnaire, computed by Crobach alpha, was re-
ported to be 0.78. This approves its reliability.

Characteristics of successful iranian EFL teacher
questionnaire (CSIETQ)

To obtain the measures of teacher success through student
evaluation, a 47-item questionnaire on the characteristics of
successful Iranian EFL teachers, developed and validated by
Moafian and Pishghadam (2008), was utilized. They reported
that the questionnaire measures 12 constructs: teaching ac-
countability, interpersonal relationships, attention to all, ex-
amination, commitment, learning boosters, creating a sense
of competence, teaching boosters, physical and emotional
acceptance, empathy, class attendance, and dynamism. The
learners responded on a 5-point Likert scale, ranging from
‘strongly agree’ to ‘strongly disagree’. The reliability of the
questionnaire was computed by Crobach alpha and was re-
ported to be 0.81. It shows that the results of the questionnaire
are satisfactorily reliable in terms of their internal consistency.

Procedure

To obtain the measures of the teachers’ willingness and con-
formity to postmethod principles, the teachers were asked to
take PPQ. Each teacher was shortly introduced to the purpose
of the research and was provided with some brief oral instruc-
tion on how to complete them. They took the questionnaire
home, filled it in, and submitted it to the researcher in a week.
In addition, their students were asked to fill out CSIETQ in
their regular class time to evaluate the teachers’ professional
success. To receive a reliable evaluation by the learners, the
researchers explained the purpose of completing the question-
naire and assured them that their views would be confidential
Effort was made to observe the confidentiality and anonymity
considerations. Having collected the data, the researcher set
off on data analysis to answer the research questions using
SPSS, version 16. First of all, one-sample T-test was run to
identify whether the teachers show significantly high levels
of conformity to postmethod pedagogy. Next, independent
sample T-test was used to explore whether teachers holding
BA and those holding MA differed significantly regarding
their willingness and conformity to postmethod principles.
Finally, Pearson correlation coefficient was employed to fin

out any possible go-togetherness between teachers’ willing-
ness to postmethod principles and their professional success.

RESULTS

Conformity to the Principles of Postmethod Pedagogy

To test the first null hypothesis, /ranian EFL teachers do not
show significantly high level of willingness and conformity

to the principles of postmethod pedagogy, one-sample T-test
was run on the mean score of the conformity to postmethod
pedagogy.

Table 1 reports the results of one-sample T-test run on
the mean score of the conformity to postmethod principles.
As regards the Postmethod Pedagogy Questionnaire, the
maximum score that can be obtained and implies the high-
est degree of conformity to the tenets of a postmethod-based
pedagogy equals 139. The minimum score indicating the
lowest degree of conformity to postmethod principles is 64
and the middle score is nearly 101. To statistically analyze
the mean score, the number 101 was considered to be the cri-
terion value. As it can be clearly seen, there is a significantly
low level of willingness and conformity to the principles of
postmethod among the teachers (t= -2.6, p<0.05). This fin -
ing confirms the first hypothesi

The Influence of the Educational Level on Conformity
to Postmethod Principles

In order to find the influence of educational level on will-
ingness and conformity to postmethod pedagogy, indepen-
dent-sample T-test was applied.

The results of independent-sample T-test run on the on
the mean scores of postmethod conformity of the teach-
ers holding BA and those holding MA are depicted in the
Table 2. The P-value (sig>0.05, t=0.23) indicates that the
teachers holding BA and those holding MA did not differ
significantly in terms of their willingness and conformity
to apply the principles of postmethod pedagogy in their
teaching approach. This confirms the second hypothe-
sis that there is no significant difference between Iranian
EFL teachers holding BA and those holding MA in terms
of the level of willingness and conformity to postmethod
principles.

The Relationship between Conformity to Postmethod
Pedagogy and Professional Success

From a statistical perspective, the assumption behind the
third null hypothesis was that there is no significant relation-
ship between the extent to which Iranian EFL teachers show
willingness and conformity to the principles of postmethod
pedagogy and their professional success. To test this hypoth-
esis, Pearson correlation coefficient was conducted on the
conformity to postmethod pedagogy and professional suc-
cess scores.

Table 3 presents the result of Pearson correlation run to
identify whether there is a significant relationship between
conformity to the principles of postmethod pedagogy and
professional success scores. It can be clearly seen that there
is a statistically significant and fairly strong and positive
relationship (P<0.05, r= 0.79) between the variables. This
indicates that the more the teachers conform their teaching
approach to the principles of postmethod pedagogy, the more
they enjoy professional success, perceived by their students,
and vice versa. Such a result rejects the third hypothesis
that there is no significant relationship between the extent
to which Iranian EFL teachers show willingness and
conformity to the principles of postmethod pedagogy and
their professional success.
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Table 1. One-sample T-test results for the mean score of the conformity to postmethod pedagogy principles
N Mean Standard deviation Standard error mean t Df Sig

Postmethod conformity 102 95.83 19.57 1.93 -2.66 101 0.009
Table 2. Independent-sample T-test results for the mean scores of the conformity to postmethod pedagogy of the
Teachers holding BA and MA

N Mean Standard deviation Standard error mean t df Sig
BA teachers 57 96.25 19.52 2.58 0.23 100 0.81
MA teachers 45 95.31 19.86 2.96

Table 3. The results of pearson correlation coefficient
between conformity to postmethod principles and
professional success scores

Postmethod Professional
conformity success
Postmethod conformity
Pearson correlation 1 0.79%*
Sig (2-tailed) 0.00
N 102 102
Professional success
Pearson correlation 0.79%* 1
Sig (2-tailed) 0.00
N 102 102

**Correlation is significant at the 0.01 level

DISCUSSION

After the experienced dissatisfaction with the language teach-
ing methods and approaches in the early and mid- twentieth
century, the notion of postmethod pedagogy was deemed
a viable solution to the problems that methods created for
both language teachers and learners (Brown, 2000). Given
the dearth of research on teachers’ willingness to postmethod
pedagogy, the purpose of this study was to ascertain wheth-
er Iranian EFL teachers show conformity and willingness to
postmethod pedagogy and whether this conformity correlate
with their professional success.

In terms of the first hypothesis of the study, it was found
that EFL teachers did not show a significantly high level of
willingness and conformity to the principles of postmethod
pedagogy. This has consistency with the results gained by
Khani and Darabi (2014), Razmjoo, et al. (2013), and Mar-
dani and Moradian (2016), who confirmed that postmethod
pedagogy is not highly applied in EFL Iranian classes. Pish-
ghadam, Askarzade, and Navari (2009) and Pourali (2011)
also asserted that Iran’s educational system, in both schools
and universities, is still under the influence of Behaviorist
views of learning.

EFL teachers’ unwillingness to the principles of post-
method pedagogy can stem from various factors. First-
ly, Iranian educational system is still living in the method
era (Pishghadam & Mirzaee, 2008). Unfortunately, such

methods like Audio-lingual and Grammar-translation with
their strong adherence to form rather than function, teach-
er authority rather than learner-centeredness, memorization
rather than genuine interaction, and deductive rather than
inductive approach to teaching are dominant. Spending sev-
en years at junior and senior high-school and pre-university
levels, few learners leave the system with a high command
of English. The situation is not much better when learners
take up TEFL as their major at university at both BA and MA
levels. Pishghadam and Shirmohammadi (2012) argued that
the repetition and memorization are the dominant teaching
practices in the TEFL field at the MA level. Ghapanchi and
Talebi (2012) also stated that critical reflective actions have
no place in the field of TEFL at both BA and MA levels.
That is the reason why the second hypothesis of the study
was also confirmed and no significant difference between
teachers holding BA and those holding MA regarding their
conformity to the principles of postmethod pedagogy was
found. Naturally, when the prospective teachers leave the
system, the resume the same teaching approach they have
been taught through.

Secondly, EFL private institutes in Iran are considered to
be business sources bringing about great financial interest
only for the administrators. Classes usually include a large
number of students yet the minimum number of facilities.
Handling such classes necessitates great energy invested on
the part of teachers who are highly poorly paid. In some in-
stitutes, hardly, is ten percent of the whole income of one
class is paid to the teacher. Thus, the teachers do not push
themselves to spend too much time and energy to equip
themselves with the latest movements in language teaching.
This is because, unfortunately, the pay they earn is not equal
to the endeavors they make at all.

Kennedy and Kennedy (1996) asserted that an intention
to change a particular behavior originates from not only
one’s attitude but also the subjective norms and the behav-
ioral controls. This implies that, to fully apply the tenets of
postmethod pedagogy in Iranian context, not only teachers’
attitudes but also administrative norms have to be changed.
It seems that Iranian educational system, from high-schools
to universities, must undergo radical changes. According
to Kumaravadivelu (2003), reshaping the character and the
content of second language teaching, teacher education, and
classroom activities, postmethod pedagogy is the optimal
way of teaching English. It is rightly the time when EFL
teaching in Iran moves away from being enslaved to the
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ideologies of methods to a liberating pedagogy empowering
both teachers and learners.

The rejection of the third hypothesis of the study im-
plies that teachers’ conformity to postmethod principles
correlate with their professional success. This is hardly
surprising as there is relative proximity between the un-
derlying elements of the two variables in terms of their
nature and domain. For example, the construct teacher
accountability in the CSIETQ was defined by Moafia
and Pishghadam (2008) as being interested in the subject
being taught, being interested in helping students, and
accepting criticism. The nature of this construct corre-
sponds to teacher sense of academic enthusiasm in PPQ.
Another construct is attention to all in CSIETQ which is
characterized as creating equal opportunities for all learn-
ers in the process of learning and avoiding discrimina-
tion against students. Obviously this element is similar to
teacher sense of social justice in PPQ. Finally, the domain
of the construct dynamism in CSIETQ is in line with that
of teacher autonomy in PPQ as both of them incorporate
creativity and variety in teaching.

The findings of this study can generally contribute to the
body of postmethod pedagogy literature. More specificall ,
findings of this study may offer insights for those involved
in educational administrations, syllabus design, curriculum
planning, and materials development. The fact that although
conformity to postmethod principles can bring about great
success in educational realm, those principles are not highly
applied in Iranian educational context is a caution for them.
They are required to launch teacher training sessions, per-
formance evaluation, and regular performance feedback to
equip teachers with the latest movements in EFL. The ad-
vocate of postmethod pedagogy seems right in associating
Iranian EFL teaching with learners’ lack of sufficient pro-
ficienc . Teachers also can benefit from the findings of this
study. Undoubtedly, the tenets of postmethod pedagogy
highly emphasize the teacher as a reflective decision-maker
agent who is a critical examiner of classroom practices to
come up with different ideas to enhance learners’ achieve-
ment. This has a therapeutic effect to get rid of all the ob-
stacles that the method era created for the enslaved teachers.

While the present study was extensive in the range of
statistical and logical analysis undertaken, it is important
to acknowledge the limitation regarding the sample of the
participants. To put in more specific words, the selection
and the number of the institutes in general and the teachers
in particular were subject to permission and administrative
selection. Generally, test and inventory replying is always
dependent on the participants’ availability and good will. In
other words, the choice of the participants can be considered
as a kind of purposive sampling rather than a random one.
Indeed, to meet the ethical requirements, such an issue is
inevitable. Moreover, there is the problem of having the stu-
dents as the only source for providing information regarding
teachers’ professional success. Learners’ evaluation can be
influenced by class content, teacher characteristic, and tim-
ing of the evaluation. The researchers believe that the eval-
uations could have been more reliable if it were possible to

triangulate the data through other sources like information
on learners’ longitudinal success.

The researchers suggest some hints to be taken into
consideration for replication of this study. Further research
can be conducted in other institutes and on a larger sample,
helping a solid understanding of the relationship between
the variables. In addition, studies can be conducted in high
schools to compare the results. Moreover, the studies in
which teachers’ age and gender are taken into account can
yield more generalizable results. Finally, subsequent studies
can make use of other kinds of data collection procedures
like observation.
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