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ABSTRACT 

This investigation was carried out to explore EFL teachers' understating and perception of 

postmethod paradigm in English language teaching (ELT). It also aimed at EFL teachers' 

evaluation and implementation of this pedagogy in their profession. To do so, as a qualitative 

research method, semi-structured interview was applied. Seven Iranian EFL teachers 

participated in the interview sessions. The sessions were audio recorded for further analysis. 

The results of the data analysis showed that majority of the teachers were not fully aware of 

the nature of postmethod pedagogy. In addition, most of the EFL teachers were found to 

make the least use of this paradigm in their teaching career. The study ends with 

recommendations for ELT in educational system of Iran.          
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Introduction  

Toward the end of 20th century, 
dissatisfaction with methods raised 
criticism for a variety of reasons. Top-down 
criticism, the role of contextual factors, 
curriculum development processes, lack of 
research, similarity of classroom practices, 
overestimating a context before identifying 
it, being initially distinctive and being 
indistinctive gradually from other methods, 
and being exposed to interested knowledge 
were among the sources of such a wave of 
criticism (Brown, 1997; Pennycook, 1989; 
Richards and Rodgers, 2001). Along with 
the dissemination of postmodernism, 
scholars gradually questioned the concepts 
of teaching, method, and best method 
(Clarke, 1983; Pennycook, 1989; Prabhu, 

1990; Stern, 1983). Likewise, Long (1991) 
asserted that teachers should not worry 
about the methods, believing that what is 
going on in classrooms differs from what 
methods determine and that methods do 
not shape the framework for teachers to 
operate.  
Further, one could find conformity among 
scholars on the notion that methods were 
not planned to suit every classroom and 
every individual teacher (e.g., Larsen-
Freeman, 1986, 1999; Prabhu, 1990; 
Richards and Rogers, 2001). Hence, 
teachers are recommended to apply 
methods fitting their classrooms and 
beliefs. On the other hand, some other 
scholars contend that the problems 
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teachers encounter are not due to the 
methods themselves, rather they origin in 
teachers' using of methods in wrong time 
and wrong place (Larsen-Freeman, 1999, 
2005; Liu, 1995; Richards and Rogers, 
2001). Highlighting postmethod pedagogy 
as empowering L2 teachers, 
Kumaravadivelu (1994) championed the 
postmethod pedagogy through which more 
autonomy could be granted to teachers, and 
motivation is practically raised to search 
for a consistent and open-ended structure 
with reference to prevalent theoretical and 
empirical underpinnings, resulting in 
proliferation of theories and practicing 
them on the part of teachers.  
As a remedy to the shortcomings of 
methods, relying on SLA research and 
pedagogy, Brown (2001) proposed “a 
principled approach” to English language 
teaching during “post-method era.” Here, 
English teachers are regarded as 
technicians, diagnosing learners' needs, 
treating them via appropriate techniques, 
and assessing the outcomes of the 
treatments. This approach comprises 
cognitive principles, affective principles, 
and linguistic principles. Brown's approach 
is analogous to macrostrategies framed by 
Kumaravadivelu (1994).  
Having looked at the impetuses leading to 
the rise of postmethod as well as 
considering the significance of paying 
attention to postmethod paradigm in 
language teaching, the current study 
embarked on investigating the present 
situation of this paradigm among Iranian 
English teachers. More specifically, there 
are two questions this study attempts to 
answer: 
1. How far are Iranian EFL teachers aware 

of postmethod pedagogy? 
2. How do Iranian EFL teachers evaluate 

and apply this paradigm in their career?  

ELT in Iranian Schools 

Iranian education system has changed 
over past years. Primary school includes 
six grades, junior highschool lasts for three 
years and highschool lasts for three years. 
No course in English is offered as long as 
students are studying in primary level. 
They start learning English while they 
enter junior highschool. In junior 
highschool and highschool, Iranian 
students cover six courses in English, each 
year one course. There are three course 
books called Prospect 1, 2, 3 for junior 
highschool students and Vision Series for 
highschool level. English teachers are 
required to follow the materials developed 
by the ministry of education and no 
substitution for the materials offered is 
allowed.  

Literature Review 

The place of postmethod paradigm has 
been researched in Iranian context. To 
explore the implications of postmodernism 
in teaching English to the speakers of 
other languages (TESOL) postmodern 
philosophy, Pishghadam and Mirzaee 
(2008) carried out a study in Iranian 
context. They contended that the 
emergence of postmethod paradigm had 
been under the influence of the broader 
paradigm of postmodernism. They 
believed that "no conceptualization of 
TESOL as a postmethod language 
pedagogy" could be conceived without 
reference to the philosophy of 
postmodernism (p. 99). In Iran, owing to 
the centralized system of education where 
all major and minor decisions are made by 
state authorities, one can hardly see the 
prevalence of postmodernism in all levels 
of education (Pishghadam and Mirzaee, 
2008). They concluded that there exists an 
inclination toward driving students to 
adopt a "perceived status quo" in Iranian 
system of education. 
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Razmjoo et al. (2013) unveiled the 
feasibility of executing postmethod 
pedagogy in Iran. Their findings exhibited 
that there exists a wide gap between the 
principles of postmethod paradigm and 
their applicability in the context of Iran. 
This issue was shown to be true more 
about the two parameters of possibility 
and practicality.  
Naseri Kaimand, Hessamy, and Hemmati 
(2016) probed into the feasibility and 
challenges of postmethod education in 
Iran. Focusing on the three parameters of 
particularity, possibility and practicality 
(Kumaravadivelu, 2001), they elicited 
Iranian EFL teachers' attitudes on 
postmethod pedagogy and their findings 
demonstrated that EFL teachers' own 
beliefs have a crucial role in paving the 
way for including postmethod pedagogy in 
ELT curriculum. As to the challenges, the 
study showed that the main obstacles 
discouraging the establishment of 
postmethod education in Iran included 
students' paucity of interest in pursuing 
postmethod strategies, inadequate time 
allotted to instruction, and predetermined 
syllabuses.    
Foreign studies have also looked at 
postmethod paradigm from a range of 
angles. Zhengping (2012) investigated 
Chinese recently employed EFL teachers’ 
perception and practice of postmethod 
pedagogy. The results of the investigation 
revealed that inexperienced EFL teachers 
did not hold knowledge on postmethod 
and that they were found to be highly 
affected by examination-centered 
education. The teachers were also proved 
to show a discrepancy between their 
practice and their beliefs. 
In a case study, Saengboon (2013) dealt 
with EFL teachers' awareness and 
understanding of postmethod pedagogy in 
Thai context. The findings suggested that 
even though the teachers failed to 

explicate postmethod strategies exactly 
and in detail, their feedbacks during the 
interviews demonstrated a significant 
level of their understanding of postmethod 
underpinnings.  
Motlhaka (2015) scrutinized postmethod 
pedagogy in South Africa. The inquiry 
unveiled the fact that postmethod 
pedagogy takes inclusion of students and 
empowerment of teachers as vital and 
pivotal to guarantee that what is going on 
in the classroom makes a difference with 
that of out of the classroom context. 
Further, the study recommended the 
lecturers to believe in their own powers so 
that they would be able to build methods 
for development of their profession.  

Methodology 

Research Method 

This study was qualitative in nature. To 
collect the data required, the current 
inquiry applied semi-structured interview.  

Participants 

The participants of this study included 
Iranian highschool EFL teachers (n=7). 
They were 3 males and 4 females. Their 
teaching experience ranged from 3 to 20 
years. Six participants held M.A. in ELT and 
one of them was a Ph.D. candidate in 
linguistics. They were teaching in both 
state and non-state schools in Ilam 
province, Iran. For anonymity, pseudo 
names were used for the participants. 

Instrument 

Due to the qualitative nature of the study, 
a semi-structured interview was applied to 
extract the teachers' attitudes and 
evaluation of postmethod pedagogy in 
Iranian educational system. As Mackey and 
Gass (2005) noted, a semi-structured 
interview is less rigid and while allowing 
the researcher to utilize a written 
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inventory of questions as a guide, it can 
cater for more freedom to digress and 
search for further information. This study, 
as stated earlier, sought to reach answers 
to two questions via an interview.  

Procedure 

Prior to the interview, a letter of invitation 
to participate in the interview was sent to 
thirty English teachers in the state of Ilam 
through Telegram channel and emails and 
after two weeks only seven teachers 
replied positively to the request. They 
were not informed of the topic of the 
interview. The interview sessions were 
held in a language learning institute in 
Ilam (June, 2017). The sessions were 
audio-recorded for further analysis. Each 
interview lasted for 10 to 15 minutes. The 
recommendations noted by Mackey and 
Gass (2005) were taken into account to 
avoid potential problems and drawbacks 
of the interview. Attempts were therefore 
made to provide a comfortable 
atmosphere for the interviewees in the 
course of the interview. Further, the 
interviewees' age, gender and cultural 
background were considered.  Moreover, 
the interview was designed in the form of 
open-ended discussion so that the 
participants would be able to add more to 
the questions raised. Each teacher was 
supposed to answer the two questions 
addressed by this inquiry: 
1. How far do you think you are familiar 

with and aware of postmethod 
pedagogy? 

2. How do you evaluate and apply 
postmethod pedagogy in your career? 

Data Analysis and Results 

Following the termination of the 
interviews, this researcher transcribed the 
audio-recorded sessions for analysis.  Data 
analysis was treated on the basis of 
grounded theory (Corbin & Strauss, 2008) 

moving from data to theory and extracting 
patterns out of the accumulated data.   

Results 

The present study examined Iranian EFL 
teachers' cognizance and awareness of 
postmethod pedagogy as well as their 
perception and evaluation of this paradigm 
in association with teaching profession. 
What follows is the results of the data 
analysis. 
Research Question 1: How far do you think 
you are familiar with and aware of 
postmethod pedagogy? 
As for this question, analyzing the data led 
to three major categories including those 
Iranian EFL teachers who were little aware 
of the advent of postmethod pedagogy in 
language teaching, those moderately 
aware, and those fully aware of this 
paradigm. As instance, Ali said, 
Well, I'm not utterly aware of this 
expression, but I know that methods were 
not able to satisfy the instructors, so nearly 
in 1990 the methodologists tried to change 
the ways used in teaching and in 1994 
Kumaravadivelu posed his idea as 
postmethod and this new era started. 
Reza also pointed to his shallow 
knowledge of postmethod “To some extent 
I know that postmethod was a reaction 
toward the methods …”. The stance taken 
by Kiana showed her moderate awareness 
of this paradigm “I should say I am familiar 
enough with postmethod emerging out of 
scholars' opposition against the drawbacks 
of methods”. The points made by Mehdi 
revealed his high knowledge of 
postmethod underpinnings. He mentioned 
the impetus for the start of postmethod 
and the three parameters framed by 
(Kumaravadivelu, 2001), 
This is the era of postmetod pedagogy i.e. 
gradually moving from earlier methods to 
the recent ones, no method or anti-method 
or even eclectic techniques.   
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Kumaravadivelu first criticized all the 
methods and highlighted their limitations 
more than their positive aspects to be 
considered for teaching. Little by little, he 
introduced his postmethod pedagogy. I 
believe that the developers of methods and 
approaches didn't take into consideration 
the requirements of language teaching 
perfectly. Kumaravadivelu introduces his 
postmethod pedagogy with his famous 
sentence “What is needed is not an 
alternative method, but an alternative to 
method". He emphasizes that any 
postmethod pedagogy should consider 3 
pedagogical parameters: First, 
particularity, a context-sensitive pedagogy 
based on a true understanding of local 
linguistic, sociocultural, 
political.........particularities; Second, 
Practicality, encouraging or enabling 
teachers to theorize from their practice and 
practice the desired theories; and the last 
one is possibility that is a bit difficult to 
implement in my opinion. It is related to the 
importance of considering the local social 
forces. 
Research Question 2: How do you evaluate 
and apply postmethod pedagogy in your 
career? 
Analyzing the data with respect to the 
second question of the study 
demonstrated three major themes uttered 
by the interviewees including their overall 
evaluation of postmethod pedagogy in 
ELT, the instances of postmethod 
strategies they applied in their career, and 
the main obstacles to execute postmethod 
underpinnings in ELT.  
Maryam was the only English teacher who 
expressed her alienation of postmethod 
simply saying “To tell you the truth, I am 
not following postmethod as I am not 
friendly with it”. In the word of Shima, 
postmethod has certainly been effective in 
language teaching and brought about 
changes to the context of pedagogy, 

including their beliefs, values, 
understanding of the nature of language 
learning as well as new ideas in material 
development. As a different outlook, to 
Mehdi, although in nature postmethod can 
work in different contexts, its effectiveness 
primarily depends on the knowledge of the 
teacher. He highlighted teacher's 
plausibility to be of primary importance in 
postmethod pedagogy. Further, as to the 
benefits of postmethod, Reza referred to 
the needs analysis and paying attention to 
both learners and teachers. Postmethod 
was evaluated as beneficial in ELT since it 
does not make teachers rely on the 
predetermined materials and content 
(Sara). Another positive aspect of 
Postmethod pedagogy in the evaluation by 
Kiana underlined the freedom provided by 
postmethod which would enable teachers 
to act independently in every area of 
language teaching and this makes 
postmethod pedagogy intriguing.    
As the second outstanding pattern, we 
analyzed the data to explore the instances 
of postmethod application by Iranian EFL 
teachers participating in this study. 
Except for two cases who stated that they 
were not following postmethod in 
teaching English at school, the rest were 
found to apply its framework, either 
partially or as far possible. Without 
pointing to specific cases, Shima said, “I 
also try to include, as far as possible, the 
strategies of postmethod in my career”. 
The same statement was made by Mehdi, 
“In my profession, I suppose I apply 
postmethod strategies”. In some cases, the 
teachers said they applied postmethod in 
their conversation courses since the 
teacher has more freedom to experience 
and evaluate the trend of teaching and 
that he would not have to follow the 
prescribed syllabus (In Sara & Kiana's 
words).     
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The third major theme discovered in the 
data turned around the obstacles the 
interviewees believed to have slowed 
down the feasibility of postmethod in 
Iranian educational system. Generally 
speaking, the majority of the teachers put 
their finger on the present educational 
system in Iran as the primary source of 
problem in implementing postmethod 
pedagogy in its true sense. More detailed 
explanation of the issue by the 
interviewees revealed that what makes 
postmethod hard to practice is the 
textbooks that drives the teachers to act in 
a limited way and rob creativity and 
interests from them (In Shima's word). 
Maryam complained about inadequate 
time allocated to teaching English at 
schools. Another major barrier to execute 
postmethod in Iranian educational system, 
according to Mehdi, is inflexible testing 
system, leaving the least room for teachers 
to use the latest trends in language testing. 
Dearth of teacher education was 
considered a potentially debilitative 
element to disseminate and normalize 
practicing postmethod paradigm in ELT in 
Iran, a point hinted by Ali, 
I do believe that we as English teachers 
need to have more in-service training 
course so that the latest changes in our 
profession will be transferred to teachers. 
One way, I imagine, to propagate 
postmethod pedagogy and encourage 
English teachers to approach it is through 
such courses held for them. So, they can be 
familiar more with what and how of this 
new trend in language teaching. 

Discussion and Conclusion   

This study targeted at the awareness, 
evaluation and practice of postmethod 
pedagogy among Iranian EFL teachers in 
highschool level. Even though the results 
of this study are not supposed to be 
generalized safely due to the small size of 

the participants, they are likely to provide 
the readers with novel aspects and that 
they could pave the way for more in-depth 
studies to dissect the issue.  
Initially, the results support the fact that 
for different reasons, active EFL teachers 
in Iranian educational system mostly still 
do not hold a clear and thorough picture of 
what postmethod paradigm is. This very 
finding is in congruence with a number of 
research attempts carried out on the same 
issue (Naseri Kaimand et al., 2016; 
Pishgadam & Mirzaee, 2008; Zhengping 
2012). This paucity of awareness of the 
paradigm on the part of the teachers 
suggests that the status quo of educational 
system can be considered as the major 
debilitative factor for postmethod 
pedagogy to be welcomed and understood 
by English teachers.        
With reference to the overall evaluation of 
postmethod pedagogy by Iranian EFL 
teachers, the findings clearly endorse the 
effectiveness and profitability of 
postmethod pedagogy although most 
teachers held rather superficial knowledge 
of this paradigm. This finding shows that 
even if new paradigms are not established 
in ELT in Iran yet, the teachers at least can 
embrace their arrival and we need to think 
of removing the barriers. 
Another theme emerging out of the data 
concerned the instances of postmethod 
applications in English classrooms. In spite 
of the fact that some teachers focused on 
their applying postmethod strategies while 
teaching, the instances they referred to 
made it clear that postmethod pedagogy is 
little used in the course of instruction by 
English teachers. This poor application of 
the pedagogy is another evidence of the gap 
between postmethod underpinnings and 
their application in ELT in Iran (Razmjoo et 
al., 2013).   
Finally, in line with (Pishgadam and 
Mirzaee, 2008), the present study proved 
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that although Iranian EFL teachers are 
willing to apply postmethod in their 
teaching profession, implementing this 
pedagogy would be hardly feasible owing 
to the present barriers mainly stemming 
from the restrictive educational system. 
The findings yielded by this investigation 
unveil the fact that the English teachers in 
Iranian context are mostly not well aware 
of the nature of postmethod paradigm. 
Further, practically speaking, most of these 
teachers make either no or the least 
application of this paradigm in English 
teaching profession. EFL teachers in 
Iranian context are highly recommended 
to deepen their theoretical knowledge of 
postmethod pedagogy and make endeavor 
to use its strategies in English language 
teaching in schools. The findings of this 
study should be generalized and 
interpreted with caution as the number of 
the participants was limited.    
Based on the teachers' viewpoints and 
perceptions on the present educational 
system in Iran, it is suggested that those 
who are in charge of making major 
decisions in education and curriculum 
smooth the way for making the system 
more flexible and adapted with the latest 
trends and changes in ELT.  
     The last but not the least, one neglected 
area in ELT in Iran, as emphasized by 
Naseri Kaimvand et al. (2014), which 
stands close to the previously stated point, 
is the poor situation of teacher education 
in Iran. It needs to be constantly treated to 
provide English teachers with ongoing 
course of changes in ELT and help them 
enhance and update their knowledge of 
the profession. 

References  

Brown, H. D. (1997). English language 
teaching in the post method era: Toward 
better diagnosis, treatment, and assessment, 
Cambridge: Cambridge University Press. 

Brown, H. D. (2001) Teaching by principles: 
An interactive approach to language 
pedagogy (second edition), New York: 
Longman. 

Clarke, M. A. (1983). The scope of 
approach, the importance of method, and 
the nature of techniques. In J. E. Alatis, H. 
H. Stern, P. Strevens (Eds.), Georgetown 
University round table on language 
linguistics (pp. 106-115), Washington, DC: 
Georgetown University Press. 

Corbin, J. M, Strauss, A. (2008). Basics of 
qualitative research: Techniques and 
procedures for developing grounded theory 
(3rd ed.), Thousand Oaks, CA: Sage. 

Kumaravadivelu, B. (1994). The post-
method condition: Emerging strategies for 
second/foreign language teaching, TESOL 
Quarterly, 28 (1): 27-48. 

Kumaravadivelu, B. (2001). Toward a 
postmethod pedagogy, TESOL Quarterly, 
35(4): 537-560.  

Larsen-Freeman, D. (1986). Approaches 
and methods in language teaching. 
Cambridge: CUP.  

Larsen-Freeman, D. (1999). On the 
appropriateness of language teaching 
methods in language and development, 
Partnership and Interaction: Proceedings 
of the Fourth International Conference on 
Language and Development, Hanoi, 
Vietnam. Retrieved from 
http://www.languages.ait.ac.th/hanoi_pro
ceedings/larsen-freeman.htm 

Larsen-Freeman, D. (2005). A critical 
analysis of postmethod: An interview with 
Diane Larsen-Freeman by Zia Tajeddin. ILI 
Language Teach. J., 1: 21-25.  

Liu, D. (1995). Comments on B. 
Kumaravadivelu’s the postmethod 
condition: (E) merging strategies for 



Jamalvandi                                                                                                 Int. J. Adv. Stu. Hum. Soc. Sci. 2020, 9(2):89-96 

 

96 | Page 
 

second/foreign language teaching, 
alternative to or addition to method?, 
TESOL Quarterly, 29(1): 174-177. 

Long, M. (1991). Focus on form: A design 
feature in language teaching methodology. 
In K. de Bot, R. Ginsberg, C. Kramsch (Eds.), 
Foreign language research in cross-cultural 
perspective (pp. 39-52), Amsterdam: John 
Benjamins. 

Mackey, A, Gass, S. (2005). Second 
language research methodology and design, 
London: Lawrence Erlbaum Associates, 
Inc. 

Motlhaka, H. A. (2015). Exploring 
postmethod pedagogy in teaching English 
as second language in South African 
Higher Education,  Mediter. J. Soc. Sci., 6(1): 
517-524.  

Naseri Kaimvand, P, Hessamy, GR, 
Hemmati, F. (2014). The place of 
postmethod pedagogy in teacher 
education programs in EFL Language 
centers of Iran. Iran. J. Appl. Linguist. (IJAL), 
17(2): 59-91. 

Naseri Kaimvand, P, Hessamy, GR., & 
Hemmati, F. (2016).  Postmethod 
education: Its applicability and chalenges 
in Iran. Int. J. Asian Soc. Sci., 6(1): 21-34 

Pennycook, A. (1989). The concept of 
method, interested knowledge, and the 

politics of language teaching, TESOL 
Quarterly, 23: 589- 618. 

Pishghadam, R., & Mirzaee, A. (2008). 
English language teaching in postmodern 
era. TELL, 2(7): 89-109.  

Prabhu, N.S, (1990). There is no best 
method-Why?, TESOL Quarterly, 24 (2): 
161-176. 

Razmjoo, S. A, Ranjbar, H, Hoomanfard, H. 
M. (2013). On the familiarity of the Iranian 
EFL teachers and learners with 
postmethod and its realization, Int. J. 
Language Learn. Appl. Linguist, World, 
4(1): 1-12. 

Richards, J. C, Rodgers, T. S.  (2001). 
Approaches and methods in language 
teaching, Cambridge: CUP. 

Saengboon, S. (2013). Thai English 
teachers’ understanding of postmethod 
pedagogy: Case studies of university 
lecturers, English Language Teach, 6(12): 
156-166. 

Stern, H. H. (1983). Fundamental concepts 
of language teaching, Oxford: OUP. 

Zhengping, Z. (2012). Convergence or 
divergence? Chinese novice EFL teachers’ 
beliefs about postmethod and teaching 
practices, English Language Teach, 5(10): 
64-71. 

How to cite this article: Behrouz Jamalvandi, Reflecting on EFL Teachers' Awareness and 
Application of Postmethod Pedagogy: A Case in Iran. International Journal of Advanced 
Studies in Humanities and Social Science, 2020, 9(2), 89-96. 
http://www.ijashss.com/article_110129.html  
 

 

 

http://www.ijashss.com/article_110129.html

