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Abstract:
Building on earlier discussions of appropriating British, Australasian, and North American (BANA) teaching methodologies in Tertiary, Secondary, and Primary English education (TESEP) contexts, this study critically re-examines the feasibility, limitations, and consequences of methodological transfer in Saudi higher education. While earlier research problematised the cultural and pedagogical mismatch between Western communicative methodologies and local educational realities, the present study moves beyond the notion of appropriation toward a reconceptualisation grounded in post-method pedagogy, teacher agency, and English as an International Language (EIL).
Drawing on a mixed-methods case study involving classroom observations, teacher reflective accounts, and student questionnaires at a Saudi university, the present study demonstrates that the success of BANA-origin methodologies does not depend on cultural adaptation alone, but on teachers’ ability to theorise from practice and enact locally responsive pedagogy. The findings suggest that communicative competence in TESEP contexts is best fostered through principled eclecticism, selective translanguaging, and context-sensitive task design rather than wholesale adoption or rejection of Western methods. The study argues for a shift from methodological dependency toward pedagogical self-reliance in TESEP environments.
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Introduction:
The global spread of English over the last century has been accompanied by an equally global circulation of pedagogical theories and teaching methodologies predominantly developed within Western educational traditions. As English consolidated its position as a global lingua franca, teaching approaches originating in British, Australasian, and North American (BANA) contexts came to be widely disseminated, often with the assumption of their universal applicability. As argued by Grami et al. (2020), the uncritical transfer of these methodologies into Tertiary, Secondary, and Primary English education (TESEP) contexts risks pedagogical inefficiency.
Much of the existing literature acknowledges the necessity of adapting Western methodologies to suit local contexts (Holliday, 1994; van  Lier,  1996; Graddol et al., 2007). However, this adaptation discourse frequently remains method-centred, presupposing that Western pedagogical paradigms should continue to function as the primary reference point. Consequently, local contexts are somewhat framed as sites lacking pedagogical ecologies capable of generating their own theories of practice.
In recent years, applied linguistics has witnessed a growing dissatisfaction with method-based convention, reflected in increased scholarly engagement with post-method pedagogy (Kumaravadivelu, 2001), English as an International Language (EIL) (McKay, 2004), and translanguaging practices. These frameworks collectively challenge the epistemological dominance of BANA models by foregrounding teacher agency, contextual particularity, and multilingual realities. Rather than seeking fidelity to a prescribed method, these perspectives emphasise locally grounded pedagogical reasoning and the legitimacy of non-native, non-Western teaching traditions.
Within this evolving theoretical landscape, the BANA–TESEP dichotomy remains analytically useful – not as a rigid binary, but as a heuristic for examining power relations in knowledge production. TESEP contexts, including Saudi higher education, are often characterised by large classes, exam-oriented curricula, limited exposure to authentic English use, and deeply ingrained sociocultural norms regarding classroom interaction. These features are frequently framed as obstacles to communicative methodologies, particularly Communicative Language Teaching (CLT), which presupposes learner autonomy, peer interaction, and egalitarian classroom dynamics.
This study revisits the BANA–TESEP dichotomy not to reiterate its limitations, but to explore how teachers in TESEP contexts actively reconstruct pedagogy through local knowledge, institutional constraints, and learner expectations. Rather than asking whether Western methodologies fit the local context, this paper asks how teachers negotiate, resist, reinterpret, and hybridise methodological principles in practice.
The central argument advanced here is that the critical question is no longer whether BANA methodologies can be appropriated for TESEP contexts, but whether TESEP practitioners should continue to define their pedagogy in relation to BANA paradigms at all. By empirically examining classroom practices and learner perceptions in a Saudi university, this study argues for a shift from methodological dependency toward pedagogical self-reliance grounded in post-method thinking.

2. Theoretical Background
2.1 From Method to Post-method
Kumaravadivelu’s (2001) post-method pedagogy marked a decisive shift in applied linguistics by rejecting the notion of universally applicable methods. Instead, he proposed three operating principles: particularity, practicality, and possibility. These principles resonate strongly with TESEP contexts, where teachers operate under rigid curricula, examination pressures, and sociocultural constraints that render imported methods insufficient.
In Saudi Arabia, where educational traditions emphasise teacher authority and structured knowledge transmission, post-method pedagogy legitimises teachers’ situated decision-making rather than positioning them as implementers of externally designed methods.
2.2 Re-evaluating CLT in TESEP Contexts
Communicative Language Teaching (CLT), long regarded as the flagship of BANA methodologies, continues to dominate textbooks and institutional policies. However, as argued previously, CLT presupposes conditions rarely met in TESEP environments: small class sizes, learners’ intrinsic motivation, and sociocultural acceptance of peer interaction.
Rather than viewing CLT as inherently incompatible with Saudi classrooms, this study treats it as a resource rather than a prescription, selectively drawing on communicative principles while modifying interactional norms, task sequencing, and assessment practices.
2.3 English as an International Language and Cultural Ownership
The reconceptualisation of English as an International Language (McKay, 2004) further destabilises the assumption that English teaching must entail Western cultural socialisation. For Saudi learners, English functions primarily as a tool for academic advancement, professional mobility, and access to global knowledge—not cultural assimilation.
This perspective aligns with learner attitudes observed in the present study, where students expressed instrumental rather than integrative motivation, reinforcing the need for culturally non-intrusive pedagogy.

3. Methodology
3.1 Research Design
A mixed-methods case study was conducted over one academic semester at Taibah University. The study involved:
· Classroom observations (12 sessions)
· Teacher reflective accounts (6 instructors)
· Student questionnaires (N = 48)
This triangulated design allowed for an in-depth examination of pedagogical practices and perceptions within a naturally occurring TESEP setting.
3.2 Participants
Participants included first-year undergraduate students enrolled in compulsory English skills courses and instructors with varying degrees of experience, both Saudi and non-Saudi. All classes followed a prescribed communicative textbook.
Table 1. Student Demographic Information (N = 48)
	Variable
	Category
	Frequency
	Percentage

	Gender
	Male
	48
	100%

	Age
	18–19
	31
	64.6%

	
	20–21
	17
	35.4%

	Years of prior English study
	6 years or less
	29
	60.4%

	
	More than 6 years
	19
	39.6%

	Self-rated English proficiency
	Low
	21
	43.8%

	
	Intermediate
	23
	47.9%

	
	High
	4
	8.3%



3.3 Data Analysis
Qualitative data were coded thematically, focusing on:
· teacher decision-making,
· student participation patterns,
· cultural tensions in classroom interaction.
Quantitative questionnaire data were analysed descriptively to identify trends in learner attitudes toward communicative activities.

4. Findings
4.1 Teacher Agency as the Central Mediating Variable
The most significant finding was that successful pedagogy correlated less with methodological fidelity and more with teacher agency. Instructors who exercised autonomy – modifying tasks, controlling interactional pace, and selectively allowing L1 use – reported higher student engagement and lower resistance.

Table 2. Student Responses to Communicative Methodology Items
	Statement
	Mean
	SD

	I feel comfortable speaking English with classmates
	2.31
	0.91

	I prefer the teacher to lead classroom discussion
	4.12
	0.74

	Pair and group work helps me learn English
	2.58
	1.02

	I feel anxious when asked to speak English spontaneously
	4.03
	0.69

	Using Arabic sometimes helps me understand English tasks
	4.26
	0.63



The results indicate a strong preference for teacher-led instruction and a high level of anxiety associated with spontaneous communicative tasks, both of which are central assumptions underlying CLT. Conversely, strategic use of the L1 was perceived as beneficial by the majority of students.

4.2 Rethinking Interaction and Participation
While pair and group work remained problematic in their conventional CLT form, structured teacher-led interaction gradually scaffolded students into limited peer communication. This hybrid interactional model reduced learner anxiety and aligned more closely with local expectations of classroom authority.
4.3 Strategic Use of the First Language
Contrary to BANA norms, selective translanguaging emerged as a facilitative rather than detrimental practice. Teachers used Arabic strategically to:
· clarify task objectives,
· negotiate meaning,
· and maintain classroom discipline.
Students reported that this practice enhanced comprehension without diminishing the perceived importance of English.

5. Discussion
The findings reinforce earlier arguments that methodological success in TESEP contexts cannot be reduced to cultural adaptation alone. Rather than viewing pedagogical mismatch as a failure of learners to conform to imported methodologies, this study demonstrates that pedagogy is a situated, negotiated practice shaped by institutional constraints, learner expectations, and, crucially, teacher agency. In this sense, the results problematize the assumption—common in BANA-oriented communicative language teaching (CLT) discourse—that methodological effectiveness is primarily a function of faithful implementation.
5.1 Teacher Agency Beyond Methodological Fidelity
One of the most salient contributions of this study is the identification of teacher agency as the central mediating variable in pedagogical success. Instructors who exercised autonomy by adapting communicative tasks, regulating interactional pacing, and legitimizing strategic L1 use reported lower levels of student resistance and higher engagement. This finding aligns with teacher cognition research suggesting that teachers do not merely transmit methods but actively reinterpret them through personal beliefs, prior experiences, and contextual knowledge.
Importantly, these adaptations were not instances of methodological dilution or incompetence, as they are sometimes framed in BANA critiques of TESEP practice. Instead, they represent informed pedagogical decisions that reconcile institutional mandates (e.g., prescribed communicative textbooks) with local classroom realities. This supports the argument that effective teaching in TESEP contexts depends less on methodological purity and more on teachers’ capacity to mediate between competing pedagogical discourses.
5.2 Learner Anxiety and the Limits of CLT Assumptions
The quantitative data reveal a pronounced tension between core CLT assumptions and learner affective realities. High levels of anxiety related to spontaneous speaking, coupled with a strong preference for teacher-led interaction, suggest that learner participation cannot be assumed to emerge naturally from communicative task design. These findings resonate with critiques of CLT that highlight its reliance on Western notions of learner autonomy, verbal assertiveness, and egalitarian classroom interaction.
Rather than interpreting student reticence as cultural resistance or deficiency, this study suggests that anxiety is a rational response to high-stakes language learning environments where linguistic accuracy, public performance, and teacher evaluation carry significant weight. The success of structured, teacher-led interaction indicates that participation is more likely when learners are scaffolded into communicative practices gradually and within familiar authority structures. This challenges the universal applicability of CLT’s interactional ideals and underscores the need for context-sensitive participation models.
5.3 Hybrid Interactional Models as Pedagogical Compromise
The emergence of a hybrid interactional model, combining teacher-fronted discourse with limited peer interaction, represents a pragmatic pedagogical compromise rather than a theoretical inconsistency. Such models allowed teachers to maintain classroom authority while incrementally expanding opportunities for student talk. This finding complicates the binary opposition between “traditional” and “communicative” teaching, suggesting instead a continuum of interactional possibilities.
From a TESEP perspective, this hybridity may be particularly productive, as it acknowledges local educational norms without abandoning communicative goals entirely. Rather than positioning teacher-fronted instruction as antithetical to language acquisition, the study highlights its potential role as a scaffold for participation, especially among lower-proficiency or high-anxiety learners.
5.4 Reframing the Role of the First Language
Perhaps the most direct challenge to BANA orthodoxy lies in the positive role attributed to strategic L1 use. Contrary to monolingual CLT prescriptions, translanguaging practices were perceived by students as facilitating comprehension, reducing anxiety, and clarifying task demands. Teachers’ selective use of Arabic did not undermine the status of English but instead functioned as a cognitive and affective resource.
This finding supports a growing body of scholarship that views the L1 not as interference but as an integral component of multilingual meaning-making. In TESEP contexts, where students share a common first language and face intensive curricular demands, rigid English-only policies may be pedagogically counterproductive. The results suggest that legitimizing principled L1 use can enhance, rather than hinder, communicative competence.

6. Implications
The preceding discussion highlights the limitations of prescriptive, method-driven approaches to language teaching and underscores the need for greater sensitivity to context, teacher agency, and institutional realities. Drawing on a TESEP-oriented perspective, this section outlines the implications of these arguments for classroom practitioners, educational institutions, and future research. Rather than advocating for the replacement of one dominant methodology with another, the implications presented here emphasise principled flexibility, the pedagogical legitimacy of local norms, and a reorientation of applied linguistics toward the lived practices of teachers working in state-supported educational systems.
6.1 For Teachers
· Embrace principled eclecticism rather than methodological allegiance.
· Legitimate local classroom norms as pedagogically valid.
6.2 For Institutions
· Reconsider rigid enforcement of communicative methodologies.
· Support teacher-led pedagogical inquiry.
6.3 For Research
· Shift focus from method comparison to teacher cognition and agency.
· Expand TESEP-based theorising in applied linguistics.


7. Conclusion
The present study contends that the future of English language teaching in TESEP contexts lies not in the more faithful appropriation of BANA methodologies, but in critically moving beyond them. Rather than treating such methodologies as universal solutions, this study advocates for pedagogical frameworks that prioritise teacher agency, post-method pedagogy, and principles of English as an International Language (EIL). Within the Saudi context, this shift enables English language classrooms to move toward pedagogical self-definition, where instructional choices are shaped by local needs, values, and constraints, rather than by methodological dependency on externally produced norms.
While language and culture are inherently interconnected, meaningful cultural engagement does not necessitate cultural submission or uncritical adoption of Anglophone values. A locally grounded pedagogy recognises English as a global communicative resource that can be appropriated without eroding learners’ sociocultural identities. By anchoring English language instruction in local realities, such an approach empowers learners to participate in global discourse on their own terms, fostering linguistic competence alongside cultural confidence and critical awareness.
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