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Abstract

Many native English-speaking teachers (NESTs) work in Tiirkiye. NESTs as well as non-native
English-speaking teachers (NNESTs) are the major stakeholders, and thus their views and experiences
are worth exploring. Despite the ample research on NNESTs’ views, there is a scarcity of those of
NESTs. This qualitative case study with four NESTs working at primary and secondary levels of a
private school in Istanbul, aims to provide insights into their experiences with Turkish EFL learners and
the EFL teaching and learning context in Tiirkiye. Data collected through an open-ended questionnaire
and semi-structured interviews were analyzed qualitatively using the thematic analysis technique.
Findings showed that Turkish EFL students are perceived as motivated, respectful, competitive and
product-oriented learners, preferring more conventional practices like memorization and individual
study. While oral fluency in English is seen as their strength, accuracy and literacy skills are evaluated
as areas in need of development. The overall experience of the NESTs and their views about their work
environment and colleagues are positive, yet factors such as the management style of the administrators,
attitude of parents and their own incompetence in Turkish affect their views negatively and challenge
them.
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Tiirkiye’deki ingilizce Ogrencileri ve Ingilizce Ogretimi: Anadili Ingilizce Olan Ogretmenlerin

Goriisleri*

0Oz

Tiirkiye'deki okullarda anadili Ingilizce olan birgok 8gretmen (NEST) ¢alismaktadir. NEST'ler de
anadili Ingilizce olmayan ogretmenler (NNEST) gibi dil gretiminin ana paydaslarindandir ve bu
nedenle goriisleri ve deneyimleri arastirilmaya degerdir. NNEST'lerin goriislerine iliskin ¢ok sayida
arastirma olmasina ragmen NEST ¢alismalar1 yetersizdir. Bu nedenle bu ¢alisma, NEST lerin yabanct
dil olarak Ingilizce 6grenen Tiirkler ve Tiirkiye'deki yabanci dil baglami hakkindaki goriislerine ve
deneyimlerine iliskin i¢gérii saglamay1 amaglamaktadir. Bu nitel durum ¢aligmasi, Istanbul'da 6zel bir
okulun ilk ve orta kademelerinde gorev yapan dort NEST ile gergeklestirilmistir. Agik uglu anket ve
yart yapilandirilmig goriismeler yoluyla toplanan veriler, tematik analiz teknigi kullanilarak
incelenmistir. Bulgular, Ingilizce 6grenen Tiirk dgrencilerin NEST'ler tarafindan motivasyonu yiiksek,
saygili, rekabet¢i ve sonug odakli 6grenciler olarak algilandigini; ezberleme ve bireysel ¢alisma gibi
daha geleneksel grenme uygulamalarini tercih ettiklerini gdstermektedir. Ogrencilerin Ingilizceyi akic
kullanimi, giliglii yanlar1 olarak goriilirken gramerin dogru kullanimi ve okuryazarlik becerileri
gelistirilmesi gereken alanlar olarak degerlendirilmistir. NEST'lerin genel deneyimi, ¢aligma ortami ve
meslektaslar1 hakkindaki gortsleri olumlu bulunmustur. Ancak, yonetici ve velilerin tutumu, yonetim
tarz1 ve kendilerinin Tiirk¢e bilmemeleri gibi faktérler NEST lerin goriislerini olumsuz etkilerken onlart
¢alisma ortaminda zorlamaktadir.
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Ilke Menekse Gerede-Hoyland and Zeynep Cumhur Camlibel-Acar

Genisletilmis Tiirkce Ozet
Giris
Kiiresellesme; ekonomi, politika ve egitim gibi birgok alam1 6nemli Sl¢iide degistirmistir. Kiiresellesmenin
biitiinliik anlayist; birgok iilkenin miifredatini, dil egitimini ve egitimdeki dil politikalarimi kaginilmaz olarak
etkilemistir (Cogo, 2012; Tollefson ve Tsui, 2014). Ingilizcenin teknolojik ilerleme ve ekonomik biiyiime ile
arasindaki iliski nedeniyle ebeveynler cocuklarinin kiiiik yasta Ingilizce 6grenmeye baslamasim istemektedirler
(Spolsky, 1998). Giiniimiizde Ingilizce, daha iyi egitim ve istihdam olanaklar1 igin 6n kosul olarak gériilmektedir
(Sarigiil, 2018). Bu sebeple, Kachru'nun (1985) siniflandirmasina gére Genisleyen Cevrede yer alan iilkelerde
Ingilizce egitimine biiyiik oncelik verilmektedir.

Tiirkiye; 1923'te Tiirkiye Cumhuriyetinin kurulmasinin ardindan modernlesmeye baslamis, yiiziinii batiya
cevirmis ve “Genisleyen Cevredeki” iilkelerden biri olmustur. Bu, Tiirkiye’nin yabanci dil gretim politikasini
etkilemis, Ingilizceyi egitimin her kademesinde 6ne cikarnustir (Dogangay-Aktuna, 1998; Kirkgdz, 2009).
Giiniimiiz Tiirkiye’sinde Ingilizce, devlet okullarinda 2. smiftan, 6zel okullarda anaokulundan itibaren zorunlu
yabanci dil olarak okutulmaktadir (Kirkgoz, 2007; Yaman, 2018).

1983 yilinda TBMM tarafindan ¢ikarilan bir yasanin ardindan Tiirkiye'de 6zel okullar agilmaya baglanmistir
(Resmi Gazete, 23 Haziran 1985), bu da 6zel okullarm tiim iilkede ve agirhikli olarak Istanbul'da cogalmasiyla
sonuglanmustir (Sarigiil, 2018). Bu artis, anadili Ingilizce olan dgretmenlere (NEST'lere) yonelik bir talebe yol
acnustir. NEST'ler, daha etkili dil 6gretmenleri olarak goriilmenin yamnda (Tatar, 2015), ingilizcenin uygun
kullanim1 konusunda otorite sayilmalari (Foley, 2007), dogal iletisim saglamalar1 (Dogancay-Aktuna ve Kiziltepe,
2005) ve hem velileri hem de dgrencileri gekerek okul kayit oranlarmi artirmalari (Oztiirk ve Atay, 2010) gibi
nedenlerle 6zel okullarda ige alinmaya baglanmiglardir.

Bu sebeplerden dolay1 Tiirk egitim sisteminde zel okullarda anadili Ingilizce olan bir¢ok dgretmen caligmaktadir.
Calisma ve Sosyal Giivenlik Bakanlig1 Yabancilarin Calisma Izinleri (2011, 2018) raporlarina gore Tiirkiye'de
egitim sektoriinde ¢aligan yabanct sayisi 2011 yilinda 1.284 iken 2018 yilinda 3.658'e ulasmistir. Goriildiigi gibi
Tiirkiye'de calisan NEST sayist artmaktadir (Aydin, Toptas, Giiner-Demir ve Erdemli, 2019). Bu artis, yabanci dil
olarak Ingilizce (EFL) 6gretmenlerinin siklikla ise alindig1 ve aym zamanda Tiirkiye'deki Ingilizce egitiminin
degerli paydaslart oldugu anlamina gelmekte (Tatar, 2015), bu nedenle de deneyimlerinin arastirilmasi dnem
kazanmaktadir.

Yontem

Caligma, Istanbul’daki 6zel bir okulda Ingilizce 6greten ve anadili Ingilizce olan dért yabanci dgretmeni
kapsamaktadir. Bu nitel vaka ¢aligmasinda veri toplamak i¢in iki boliimden olusan anket ve yar1 yapilandirilmis
gorismeler kullanilmigtir. A¢ik uglu anketin birinci boliimiinde yer alan 12 soru, katilimcilar hakkinda demografik
bilgi toplamak amaciyla olusturulmustur. Tkinci boliimde, NEST'lerin Ingilizceyi yabanci dil olarak 6grenen Tiirk
ogrenciler ve onlarin dil 6grenme tercihlerinin yani sira Tiirkiye’deki Ingilizce 6gretim ortam hakkinda genel bilgi
elde etmek icin alt1 soru hazirlannmstir (Ornegin, Tiirkiye'de okul yonetimini nasil degerlendirirsiniz?). Veri
derinligini saglamak i¢in yar1 yapilandirilmis miilakatlar, her bir katilimci ile sanal ortamda bire bir olarak yapilmis
ve kaydedilmistir. Her goriisme yaklasik 40 dakika stirmiistiir.

Veri toplama araglarinin giivenilirligini saglamak icin veri toplamadan 6nce anket ve goriisme sorulari, alaninda
uzman iki akademisyene gonderilmistir. Onerilerine dayanarak netligi artirmak i¢in birka¢ maddede revizyonlar
yapilip tekrar onay alinmasinin ardindan anketin ve gériisme sorularinin son hali veri toplamak i¢in kullanilmistir.

Kaydedilen goriismeler yaziya dokiilmiis, hem anket hem goriisme yanitlarina tematik analiz uygulanmistir (Braun
ve Clarke, 2006). Bu amagla oncelikle her katilimciya ait veriler kodlanmis, ardindan ortak temalar altinda
gruplandirilmistir. Hakemler arasi giivenilirligi saglamak i¢in yabanci dil 6gretimi alaninda doktora derecesine
sahip ikinci bir kodlayici, ayni prosediirleri izleyerek verileri analiz etmistir. Akabinde analizler karsilastirildiginda
yiiksek oranda fikir birligi saptanmistir.

Bulgular ve Sonu¢

Bu c¢aligmanin amaci, anadili ingilizce olan &gretmenlerin Tiirkiye'deki 6zel bir okulun Ingilizce egitimi
baglaminda Tirk 6grencileri ve Tiirkiye’deki deneyimlerini nasil algiladiklarini incelemektedir. Bulgular, Chun
(2013)’un Kore baglaminda yaptig1 ¢alismaya benzer olarak NEST’lerin hepsinin Tiirkiye'de 6zel bir okulda
caligmak ve Tiirk 6grencilere Ingilizce 6gretmek konusunda genel olarak olumlu tutum ve duygular ifade ettigini
ancak is memnuniyetlerini olumsuz etkileyen bazi durumlar da oldugunu gostermistir. Caligma kosullarindaki
memnuniyetsizliklerin, is doyumsuzluguna yol acabilecegi ve tikenmislik ya da isten ayrilma ile
sonuglanabilecegi nedenleriyle (Okeke ve Mtyuda, 2017), NEST'lerin gézlem ve deneyimlerinin dgrenci gelisimi
ve egitimin devamlilig1 agisindan detaylr arastirilmasi gerekir.
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Analizler, 6zel okullarda Ingilizce 6grenen Tiirk 6grencilerin NEST'ler tarafindan saygili ve motivasyonu yiiksek
olarak goriildiigiinii gostermektedir. Ayn1 zamanda NEST’ler, Tiirk dgrencilerin motivasyon diizeylerinin,
Ingilizce yeterlilikleri ve simf seviyeleri yiikseldikce ve iilke ¢apindaki sinavlarla yiizlestikge azaldigim
diistinmektedir. Chun (2013) calismasinda benzer durum Kore baglami i¢in belirtilmistir. Bu gozlemler daha
sonraki ¢aligmalarda dogrulandig: takdirde, aragtirmacilar/egitimciler, 6grencilerin yiiksek motivasyon diizeyini
ve olumlu tutumlarin iist siniflara kadar siirdiirmenin yollarini arastirabilirler.

Ayrica, NEST lerin, dgrencilerini oldukca rekabet¢i ve bireysel ¢alismayi tercih eden kisiler olarak gordiikleri
belirlenmistir. Chin’in (2022) calismasindaki Koreli 6grencilerin aksine, Tiirk dgrencilerin grup c¢alismalarin
sevmedikleri diisiiniilmiistiir. Tletisime dayali dersler is birligi gerektirdiginden (Saeed Zyngier, 2012), EFL
smiflarinda yapilandirilmis is birlik¢i ¢aligmalarin kullanilmasi dnerilebilir. NEST ler bu rekabet ortamiyla basa
¢tkmak i¢in farkli yollar gelistirmistir ancak bulgular, rekabeti azaltmak ve is birligini artirmak i¢in daha fazla
destege ihtiya¢ duyduklarint géstermektedir.

Kore baglaminda Chun’un (2013) ortaya koydugu bulgularin aksine, Ingilizcenin akic1 kullanimm Tiirk 8grencilerin
gicli yanmi1 olarak goriiliitken gramer, okuma ve yazma becerileri gelismeye acgik alanlar olarak
degerlendirilmektedir. Bir baska nokta da Tiirk dgrencilerin sonu¢ odakli bakis acisina sahip olduklart ve bu
nedenle &grenme siirecinden ziyade notlara odaklandiklaridir. Ustelik, dgrencilerin bu yaklasimlari, onlari
ogretmene bagimli gostermekte ve inisiyatif almak, karar vermek ve yaratict olmak yerine, sinavlart gegmek igin
ezberlenecek bilgilerin kendilerine sunulmasini tercih eder sekilde algilanmaktadir. NEST'ler, bu geleneksel
beklentilerin Tiirkiye'deki sinava dayali akademik sistemden kaynaklandigina ve 6grencilerin iist diizey diistinme
becerilerini sinirladigina inanmaktadir. Bu bulgular Kim (2004), Chin (2002), Aydm ve digerlerinin (2019)
bulgulari ile uyumludur. Tiirkiye’deki EFL 6grencileri i¢in genellikle ezberci egitime atifta bulunuldugundan
gelecekteki aragtirmalar NEST'lerin bu tiir geleneksel aligkanliklarla nasil basa ¢iktigini inceleyebilir.

NEST'ler, okullarindaki olumlu ¢aligma ortamini takdir ederken yonetim hakkinda Aydin ve digerlerinin (2019)
bulgularina benzer olarak tutarsizliklar, serbest ve 6znellik igeren kararlardan bahsetmislerdir. NEST'ler i¢in bir
bagka zorluk Tiirk¢eye hakim olmamalarina ragmen yapilan toplantilarda ve mesajlarda Tiirk¢e kullanilmasidir.
Bu bulgular, 6zel okul yonetimlerinin yabanci 6gretmenleri daha etkin bir sekilde bilinyesine katmasini ve onlara
okulun esit ve daimi tiyeleri gibi davranmas: gerekliligini vurgulamaktadir. NEST'ler ayrica siniflarin fazla
kalabalik ve belirli etkinlikler igin elverigsiz oldugunu diisiinmektedir. Ozel okullardaki kaynaklar
diistintildiiginde siniflarin dil 6grenimi i¢in daha donanimli olmasi ve tasarimlarda NEST'lerin ihtiyaglarinin
dikkate alinmas1 beklenmektedir.

NEST'ler, 6zel okullarda ebeveyn katilimini yonetime, akademik hayata ve 6grencilerin gelisimine bir miidahale
olarak gdrmekte olup okul yonetimi kendilerine, velilerle ¢ocuklar1 hakkinda agik iletisim kurma yetkisi vermedigi
icin bazen hayal kirikligina ugradiklarini belirtmislerdir. NEST'ler i¢in ebeveynler, 6gretmenlere karsi 'her seyi
bilen' tavirlari, yonetim ve egitim konularina karigmalar1t ve ¢ocuklarina sinir koyamamalar1 gibi nedenlerden
dolay1 sorun kaynagi olarak goriilmektedir. Bu bulgular, Aydin ve digerlerinin (2019) Tiirkiye'deki yabanci
ogretmenlerle ilgili caligmasiyla da uyumludur. NEST'ler, Tiirk meslektaslarini yetkin ve destekleyici ingilizce
Ogretmenleri olarak gordiiklerini ifade etmislerdir. Ancak, Kesevan, Madzlan ve Kanapathy’in (2018) bulgularinin
aksine onlarla ortak bir egitim yaklagimi i¢inde olmadiklart belirlenmistir.

Bu ¢alismanm bulgulari, EFL iilkelerindeki NEST'ler ve paydaslar igin oryantasyon programlarinin énemini
vurgulamaktadir. Yerel grup, NEST'lerin inanglar1 ve beklentileri konusunda bilgilendirilebilir, NEST'lere ise
goreve baslamadan 6nce Tiirk egitim sistemi ve toplumun 6zellikleri ve beklentileri hakkinda bilgiler sunulabilir.
Bu, NEST'lerin sosyo-kiiltiirel ¢cerceveye daha kolay uyum saglamasini saglayacak ve tiim taraflarin birbirleriyle
acik ve giivene dayal1 bir iligki kurmasina yardimei olacaktir.

Behroozizad, Nambiar ve Amir’in (2014) vurguladigi gibi “dgretmenlerin 6grencilerin dil 6grenimi hakkindaki
goriislerinin, dgretim ortamlarmi olusturmada bir etkisi olmaktadwr” (s. 219). Calismanin bulgulari, Tiirkiye'de
calismak isteyen NEST'leri bilgilendirecek ve bu baglamda bir 6zel okulda calisma konusunda onlart
aydinlatacaktir. Ayni zamanda, EFL iilkelerindeki 6grenciler, veliler, dgretmenler ve okul yoneticileri NEST'lerin
algilar1 ve beklentilerinden haberdar olabileceklerdir. Ayrica, EFL &grencileri igin yontem, materyal ve aktivite
gelistiren birimler ¢calismanin verilerinden amaclar1 dogrultusunda faydalanacaklardir.
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Introduction

Globalization has had a profound impact on various areas, including economy, politics, and education (Tollefson
& Tsui, 2014). The idea of unification entailed in globalization has also had inevitable effects on curricula,
language learning, and language policies of many countries (Cogo, 2012; Tollefson & Tsui, 2014). The association
of English with technological and economic progress has meant that parents want their children to start learning
the language from an early age (Spolsky, 1998). English is now perceived as a key to better education and job
opportunities (Sarigiil, 2018). Also, English language learning and teaching is consequently prioritized in the
Expanding Circle, according to Kachru’s (1985) classification in which three concentric circles were proposed to
elucidate the spread of English in the world by taking the historical conditions, status, and functions of English
worldwide into consideration, and the Expanding Circle advocates for using English as an international and a
foreign language. Following the establishment of the Turkish Republic in 1923, Tiirkiye sought to modernize and
aligned itself with the west and became one of the countries in the Expanding Circle. This influenced foreign
language teaching policy in Tiirkiye, and the importance of English increased in all levels of education (Dogancay-
Aktuna, 1998; Kirkg6z, 2009). Nowadays in Turkish schools, English is taught as a compulsory foreign language,
starting at Grade 2 in state schools and at kindergarten in private schools (Kirkgoz, 2007; Yaman, 2018).

Following a law enacted by parliament in 1983, private schools started to be established in Tiirkiye (Official
Gazette, June 23, 1985), which resulted in a proliferation of private schools all over the country, predominantly in
Istanbul (Sarigiil, 2018). This increase led to a demand for native English-speaking teachers (NESTs). NESTs
started to be recruited at private schools for a variety of reasons, ranging from being viewed as more effective
language teachers (Tatar, 2015) to being an authority on the appropriate use of the English language (Foley, 2007)
and from being a proper source of authentic communication (Dogangay-Aktuna & Kiziltepe, 2005) to contributing
to enrolment rates by attracting parents and students (Oztiirk & Atay, 2010).

For these reasons, many native speakers work in private schools in the Turkish education system. According to
the Ministry of Family, Work and Social Services reports of Work Permits for Foreigners (2011, 2018), the number
of foreigners in the education sector in Tiirkiye was 1,284 in 2011 and reached 3,658 in 2018. This fast increase
in the number of NESTs working in Tiirkiye (Aydin Toptas, Gliner-Demir & Erdemli, 2019), means that foreign
teachers of English as a Foreign Language (EFL) are frequently hired and also valued stakeholders of English
education in Tiirkiye (Tatar, 2015). Hence, the documentation of their experiences is needed.

Literature Review

Although there are multiple studies exploring views on NESTs in the world (e.g., Cheung, 2002; Lasagabaster &
Sierra, 2002; Mahboob, 2004; Medgyes, 1992) and in Tiirkiye (e.g., Demir, 2011; Devrim & Bayyurt, 2010;
Ustiinliioglu, 2007), fewer studies have focused on NESTs’ opinions. Despite their prominent role in English
language teaching (ELT), there is scarcity of studies that explore NESTs’ experiences in EFL countries. As can be
seen in the contextually presented summaries below, studies on NESTs were predominantly conducted in Asian
countries.

In 2002, Chin conducted a study with 18 NESTs to examine their perceptions on EFL learning and teaching at a
university in Korea. The results showed that the NESTs believe in communicative language teaching and relate
language learning to gaining skills by making mistakes. The problems encountered by NESTs included oversized
mixed-ability classes, and learners with low levels of self-confidence and autonomy. They also reported that
Korean learners favoured working in groups. In another study conducted in the same country, Korea, Kim (2004)
investigated the difficulties six novice NESTs encountered while teaching at foreign language institutions of
Korean universities. The interviews revealed that outside the classroom, culture shock, being looked upon as a
foreigner, and the language barrier were the main problems. In the classroom, NESTs thought that Korean learners
were not active enough and were unwilling to participate in communicative activities owing to their habits of rote
memorization and teacher-centred teaching model. In the same context, interviewing three NESTs, Nam (2011)
examined the perceptions on team teaching and the challenges faced by NESTs at two different secondary schools
in Korea. The unfamiliar demands of the new educational context were challenging for them. Vaguely designed
team-teaching combined with unstable teaching goals made setting goals and dealing with Korean classrooms
pedagogically difficult for NESTs. Large-size and mixed-ability classrooms, exam-oriented culture, and classroom
issues were additional challenges identified by the NESTs. Another related study was conducted by Lee (2011)
with six experienced NESTs to explore conflicts arising from the differences between Korean and Canadian ways
of thinking. The interviewees described Korean EFL learners as passive and shy, preferring rote-learning; they
characterized English classes as teacher-centred and lacking creativity and challenge. In another study, Chun
(2013) investigated five NESTs’ experiences with Korean young learners. All the participants had positive
attitudes towards young Korean learners and used different techniques to improve their language skills such as
utilizing realia to take English out of coursebooks, using role-plays, and checking on students’ interest levels and
directing lessons accordingly. The NESTs viewed the learners as eager, engaged, and responsive and thought they



EFL learners and EFL teaching in Tiirkiye: Native English-speaking teachers’ views

were better at written skills compared to oral skills. Not knowing the language of the learners, having mixed-ability
groups, and classroom management issues were the challenges enlisted. The study revealed that although the
NESTs did not agree with the teaching styles and discipline techniques of the NNESTs, they did not openly discuss
these issues with them.

In different Asian countries with a similar inquiry, Tanaka (2008) interviewed three Canadians who worked as
Assistant Language Teachers in state schools in Japan to find out what teaching English to Japanese students was
like. The findings showed that NESTSs’ prior expectations about teaching in Japan led to some problems, such as
having a less important role than expected, and not having attentive and eager students. Another study was
conducted by Choklap (2015) to investigate the experiences and cultural adaptations of four NESTs in Thailand.
The findings showed that NESTs considered most Thai learners unenthusiastic. In addition, their motivations for
teaching English were related to appreciation, students, pay rates, and enjoyment of teaching, while being excluded
from administration was viewed as limiting their career paths.

To provide a broader view into NESTs’experiences, Kung (2015) documents interviews with ten American NESTs
teaching in non-English speaking countries, who encountered differences between Western cultures and the
cultures they taught in. A number of factors affected the teaching practices of NESTs, including oversized classes
with mixed-ability students, students’ attitudes and views on learning English, governmental decisions, lack of
resources and support from the administration and government, and the expectations of students and parents. The
NESTs reported adjusting their teaching strategies and methodologies according to the cultural dimensions of the
country they worked in and the expectations of the students.

In a comparative analysis, Kesevan, Madzlan, and Kanapathy (2018) conducted a study with three Malaysian
English teachers, four native English-speaking teachers and 150 students taught by both groups of teachers. While
the NESTs believed that a learner-centred teaching style is the best approach, NNESTs thought that other
approaches could be utilized, accompanied by a learner-centred teaching style. Interaction in the classroom was
seen as vital for each group of teachers, and wait time, types of questions, and feedback were vital elements, yet
they differed in technicalities of teaching. Although the NESTs preferred giving students additional wait time and
a chance to choose questions, and used referential questions, the NNESTs favoured less wait time allocation,
individual nomination for questions and answers, and referential questions. Similarly, the NESTs preferred giving
implicit feedback, whereas explicit feedback was favoured by the NNESTs.

In one of the rare studies in Tiirkiye on NESTs’ views, Yilmaz (2014) collected data from 25 native English-
speaking teaching assistants at different universities. The participants reported that Turkish students possessed a
high aptitude for English, yet had low levels of motivation, and also lacked sufficient contextual factors to facilitate
language learning. Another study in the Turkish context is by Aydin et al. (2019). It investigated the views of 25
expatriate teachers at private schools. Their findings showed that they considered the education system at private
schools in Tiirkiye outmoded. They also believe that there are some problems with the assessment system. The
teachers had positive relations with their administrators yet believed them to be inefficient in terms of management
skills. Despite their high level of motivation, Turkish EFL students were considered to have a result-oriented
attitude and a tendency for memorization. Although there was a friendly relationship between parents and teachers,
the language barrier, as well as interference and the protective attitudes of parents, were criticized by the expatriate
teachers.

The need for this study was demonstrated by an analysis of previous research on NESTs' perceptions. There is a
dearth of study in the literature based on NESTSs' perspectives in the context of EFL, despite the abundance of
studies on perceptions in ELT. To the best of the researchers’ knowledge, no other research has been done
specifically on NESTs' perspectives on teaching EFL at private schools in the Turkish context, except for Aydin
et al.'s (2019) study, which focused on the opinions of foreign teachers at Turkish private schools. Given the fact
that culture and context comprise the schema through which we understand reality (Vygotsky, 1986), NESTs’
views are shaped in relation to the context of their current educational environment and their interactions in it. As
NESTs have an important role and place at private schools in Tiirkiye, and shape the learning and teaching process,
their views are significant and need to be studied. To contribute to the gap in the literature, this study was conducted
to provide insights into their views on teaching EFL in Turkish private schools. The following research questions
were asked:

1.  What are NESTs' experiences of and views about Turkish EFL learners and their learning preferences?
2.  What are NESTs' experiences of and views about the EFL teaching and learning context in Tiirkiye?



ilke Menekse Gerede-Hoyland and Zeynep Cumhur Camlibel-Acar

Method
Context and Participants

As case studies are employed to gather descriptive data by closely examining an occurrence within a certain group,
organization, or circumstance, in this study, a qualitative case study design was used. The study was conducted at
a prestigious private school in Istanbul. The school’s students are exposed to English in extra-curricular activities,
such as travelling abroad or watching English films at home, so their exposure to English is not restricted to formal
language education provided at school.

Typical of high-ranking private schools in major cities of Tiirkiye, class sizes vary between 20-24, and the school
employs both local and foreign EFL teachers. The number of English class hours and the distribution of them to
NESTs and NNESTSs vary according to grade levels as shown in Table 1. In Kindergarten, both NESTs and
NNESTs teach English through Content-based Language Instruction. In primary school, at grades 1, 2, and 4 only
NESTs teach English, whereas at grade 3 both NESTs and NNESTSs are responsible for teaching English. Grade 5
is a preparation-year with an intense English program. In secondary school, in addition to content-based lessons,
students take literature and grammar-focused lessons.

There are 14 NESTs teaching K-12 in this school. Eight of them work at primary and secondary levels, while four
work at high school level, while two work at kindergarten. Regardless of their nationalities, all EFL teachers are
required to use English for all communication purposes with their students. Except official tasks or paperwork that
needs to be completed in Turkish, NESTs have the same responsibilities as NNESTs.

Table 1

Distribution of English Lesson Hours to Grade-Levels and Teachers
Levels Grades Total hours per week Hours by NESTs Hours by NNESTs
Kindergarten Age3 8 3 5
Kindergarten Age4 8 3 5
Kindergarten Age 5 10 5 5
Primary 1 10 10 -
Primary 2 10 10 -
Primary 3 11 6 5
Primary 4 10 10 -
Secondary 5 16 9 7
Secondary 6 3 6
Secondary 7 3 6
Secondary 8 - 6

While the school was chosen on the basis of convenience sampling, the participants were selected through the
purposeful sampling technique (Creswell, 2013). NESTs of different nationalities, and with a minimum of one-
year work experience were chosen. They were informed about the study, asked to participate, and sent the
questionnaire via email upon their consent. As a result, four NESTs completed the questionnaire: one British, one
Canadian, one American, and one South African. Two participants worked at primary level, one worked at both
primary and secondary levels, and one worked only at secondary level. Their background information is shown in
Table 2. Pseudonyms are used to ensure confidentiality.

Mary (P1) went to Thailand and worked there for three months as an EFL teacher upon receiving her TEFL
training. She said that there were many similarities between South African and Turkish lifestyles, so Tiirkiye was
a good option for her to teach English and start a new life. She has worked at two different private schools here,
teaching English to young learners. She defines herself as an introvert and a perfectionist, and someone open to
professional development. She reported basic comprehension and communication skills in Turkish, which she used
with her students for urgent needs.

Larry (P2) decided to teach English abroad and came to Tiirkiye because he had heard about the country from
friends who had previously worked here, and the work benefits and easy adaptation to the culture were his reasons
to stay. He has worked at a language school and a private school and gained 11 years of teaching experience at all
levels. He has been teaching EFL to students in Grades 5 and 6 at his current school for three years. Although he
says he is able to communicate easily using Turkish in his daily life, he reports limited writing ability. He explains
that he does not inform his students of his language ability to prevent them to use Turkish with him.
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Table 2
Background Information of the Participants
Participant Age Nationality Qualifications Experience in years ~ Experience in years in Tiirkiye
Mary 40 South Africa  BA in Language and 5 5
(P1) Culture,
TEFL
Larry 40 United States ~ BA in History, 11 11
(P2) CELTA
Emily 53 Australia BA in Education 34 24
(P3)
Nancy 44 United BA in Language and 24 20
(P4) Kingdom Literature,
TESOL

Emily (P3) graduated with a teaching degree and taught in Australia for two years. Then she went to Japan and
worked in a high school for three years, and in a language school for three years. Afterwards, she went to England
and taught in London for two and a half years in primary schools. While working in the UK, she looked for another
job and had an interview with a school in Istanbul. She liked the offer, took the job, and has since been working at
this school teaching at the primary levels. She describes her level of Turkish as basic.

Nancy (P4) completed a TESOL training. Prior to coming to Tiirkiye, she worked as an English teacher in China
for two years, in Thailand for a year, and in England for a year. She says that she had heard pleasant things about
Tirkiye from her friends, so decided to come and work here. She assesses her oral language skills as sufficient to
communicate in Turkish, however reported lower literacy abilities.

The first researcher of this study was a teacher who worked with the participants in the same context, which made
a positive contribution to the data collection procedure in terms of voluntary participation and ensuring
confidentiality.

Data Collection Instruments

In order to increase the reliability of the study findings, develop a thorough grasp of the research question, and
validate the data collected, it is necessary to collect data using a range of sources and various data collection
instruments (Patton, 1999; Yin, 1981). Also, in educational research, questionnaires are a commonly used data-
gathering instrument as “the participants respond by writing their answers in their own words, open-ended
questions can provide rich information” (Johnson & Christensen, 2019, p.282)”. For this purpose, a questionnaire
with open-ended questions and semi-structured interviews to clarify or expand on ideas or details were used. The
questionnaire consisted of open-ended items in two parts. The 12 questions in the first part were formed to collect
demographic information. In the second part, six questions were prepared to obtain general information about the
NESTSs’ views on teaching English in the Turkish EFL context and on Turkish EFL learners (e.g., How would you
evaluate school management in Tiirkiye?). To gain further insight into the NESTs’ ideas and experiences and to
ensure triangulation, semi-structured interviews were conducted. The interviews included questions such as “What
are your opinions about Turkish EFL students?”

To ensure trustworthiness, the questionnaire and the interview questions were sent to two academic experts prior
to data collection. Based on their suggestions, revisions were made to increase clarity. The revisions were
approved, and the final version was used for data collection.

Data Collection Process

NESTSs were sent information about the study and consent forms via e-mail. Once they signed the consent forms,
the questionnaires were e-mailed to them. The participants returned their responses within two weeks and were
contacted to arrange interview appointments. The interviews were conducted by the first author, lasted for about
40 minutes with each NEST and were audio-recorded.

Data Analysis

The recorded interviews were transcribed verbatim. For the analysis of both questionnaire and interview responses,
thematic analysis was implemented (Braun & Clarke, 2006), where data for each participant were initially coded,
and then grouped under common themes. To ensure inter-rater reliability, a second coder, holding a PhD in ELT,
analyzed the data following the same procedures. The analyses of the two coders were compared and yielded a
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high rate of agreement of 90 %. Whenever a mismatch was detected, the coders discussed the issue to reach an
agreement.

Ethical Issues

Permission for this research was obtained from the Marmara University Institute of Educational Sciences Research
and Publication Ethical Board, prior to data collection.

Results

All four NESTs had a generally positive attitude towards working at a private school in Tiirkiye. Specific themes
that emerged from their responses, reflecting their views about Turkish EFL learners and the setting are presented
below under relevant research questions.

NESTS’ Views on Turkish EFL Learners and Their Learning Preferences

The NESTSs’ answers revealed their opinions of learner characteristics, learning styles, attitudes towards English,
and competence in English, all of which are presented and discussed below.

Views on Learners’ Characteristics. A major positive characteristic was the NESTs’ view of the EFL learners as
respectful. As P1 comments: “They call you Hocam (‘My teacher’ or ‘Sir’) while addressing you, and you can see
that there is a level of respect there”. Another positive characteristic of Turkish EFL learners reported is having a
good relationship with teachers. P2 expressed it as follows:

Kids have a really good rapport, and they ask you about things that Western kids wouldn't be so interested in.
They know I have nine cats so they will ask me about that, and Turkish kids love to share things about their
personal life, about what they did on the weekend or anything they have. A new pencil.

P3 noted that even though an authority-oriented relationship exists between Turkish teachers and students, students
have a friendly relationship with their NESTs. In contrast, the NESTs described a lack of discipline during lessons.
P1 complained that the same students who were respectful and helpful at break times acted differently during
classes and were “talking amongst themselves or not doing a task that you've asked them to do”. P2 expressed a
similar problem:

I think the boundaries need to be set ... I think the kids feel more freedom with a foreign English teacher. I
think they play up more with a foreign English teacher than they do with their class teacher because of the
language barrier. But this was worse in the past.

The NESTs used similar adjectives while describing their Turkish EFL learners: “spoon-fed”, “not responsible”,
and “dependent”, which they related to the way the students had been brought up. P3 asserted that learners did not
take responsibility, yet held the education system and parents accountable. She said: “we put everything on a plate
and I think ... we actually put it in their mouths with a spoon”.

In addition, from the point of the NESTs, Turkish EFL learners are seen as competitive. One participant said that
Turkish learners participate more in activities that involve playing against each other, while another stated that she
often made use of competitive activities with young learners as a way of maximizing participation and learning.
P2 made the same point; however, as a reason for not using competitive activities:

I'm fearful of doing competitive activities because I know the outcome will not be good. When they don't win,
they switch off. They don't try, they don't join in and if a kid is winning and then he loses a point, he argues
about that point and refuses to take part...do not have the concept of fair play.

Insufficient use of critical and creative thinking was also mentioned by the NESTs. The participants pointed out
that Turkish EFL learners at private schools are rather goal-oriented and focus on exam results more than the
process of learning. P3 states that “They can do tests, they can choose, but anything that involves doing any kind
of creative thinking, where they have to do it from beginning to end...”.

Views on Learners’ Learning Styles. According to the NESTs, EFL learners prefer conventional methods, where
the teacher presents knowledge and students memorize it. As P1 explains: “... and then the only real reason that
they're memorizing it is because they know that there's an exam where they just regurgitate everything that they've
just learned on paper”.

Another point noted by the NESTs is Turkish EFL learners’ preference for individual work and unwillingness to
do group work which they find demanding. The NESTs saw this as the main reason why group activities created
problems, such as noise and disturbance. P2 attributed it to the educational system in Tiirkiye:

There's very little group work, although there's more than when I was first there ... I mean, now teachers are
more willing to have the kids sit in groups. But still kids are working individually, and still the teachers are out
at the front, making all the decisions.
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All of the NESTs assert that Turkish learners prefer learning through games, movement, competition and
entertainment. P3 commented on the willingness of students to play games, no matter how old they were:

They all want to have fun while learning. So, at grade four and five, they're definitely into games. Like every
lesson I go into, doesn't matter, we played like two hours. Straight playing games with English, of course. The
next lesson, they will still ask for games as well. They want to be intrigued. They want to have fun.

Views on Students’ Attitudes Towards English. All the NESTs agreed that their students are generally eager and
have a positive attitude to learning English. One participant said that Turkish kids are happy to be in their English
classes, are not resistant to instruction, and take learning English seriously. P4 added:

Generally, they love it...I don't really have to struggle with most students, like 90% of students to motivate
them. They know it's important, and the thing is, in private schools, generally, most students have seen it since
primary school, nursery school. So, they know it, and they don't want to be very different from their friends.
They want to be as good as them. So, not knowing English is not cool.

It was noted by the same participant that there are shy students who are afraid of making mistakes, but are still
willing to attend English classes. The participants acknowledged that various factors influenced learners’
motivation and attitude towards English. Among such factors, they listed exposure to English and family English
background. As P1 noted:

Mostly the ones who have some English exposure are fantastic. Even if their English is terrible, they are more
enthusiastic and not scared. The ones who had no English exposure and whose parents don’t understand a single
English word, they are much more timid, and it takes a lot longer to open up and start trusting, start speaking
in an audible voice.

For the NESTSs, an increase in age, as well as the exam-centered system in the upper grades, are factors that
influence students’ motivation for English. P2 observed that students did not maintain their positive attitude
towards English after reaching a certain proficiency level:

The ones who are interested are the ones who maybe want to pursue, go to university or go and study abroad.
A lot of the students, they just think, I'm going to stay here in Tiirkiye. I don't really know why I need to learn
English once I've learned enough.

Views on Students’ English Proficiency. All of the NESTs thought that Turkish EFL learners had high
comprehension abilities in English and had good oral communication skills. P1 commented on this issue: “They
generally do very well in terms of listening, they understand a lot. Speaking, they're generally good, although their
accuracy isn't very good. They're generally fluent at the schools that I've taught at”. P2 also commented on
students’ strengths and weaknesses in English, and stressed the need to focus on accuracy:

These students have been learning English from a young age ... Their level of English is, comparatively, high
to students who've not had that kind of background of English ... So, they don't tend to pause and stop that
often. But in terms of accuracy, I think they make a lot of mistakes. The things they say still have meaning, and
they put meaning across well ... but they do make a lot of mistakes in terms of their accuracy, whether it be a
choice of vocabulary, or just general sentence structure.

The NESTs also identified weaknesses in the students’ literacy skills. As P4 stated:

... you have the kids that can speak like a native can speak, just like I am with you. But when it comes to
reading and writing, you'll be shocked. You think that the student hardly knows any English whatsoever.

P1 described students’ attitude to reading and writing, saying: “if they have to do writing or reading, any kind of
long passage, they generally, switch off very quickly in these kinds of lessons”. Additionally, P4 said that young
learners had difficulties in pronunciation (such as “v” and “w” distinction), and P1 mentioned punctuation as
deserving attention.

NESTSs Views on the Teaching and Learning Context in Tiirkiye

The main themes that emerged from the NESTSs’ responses about the Turkish private school context had to do with
management, parents, classroom environment, and NNEST teachers, which are presented below.

School Management. In general, the NESTs did not have any personal problems with the school administration.
P2 gave credit to the management for their supportive attitude: “I never saw them standing in the way or stop
anything to do with English learning that the kids were doing, that we wanted to do, that we planned”. However,
at a deeper level, all of the NESTs expressed discontent, as they thought the administration provided improper
management. P1 explains:

I feel it is very well managed overall. However, I do often experience a lack of forethought. Decisions are made
and systems are changed without thinking things all the way through and without brainstorming the reasons
why it might go wrong. When things then do go wrong, it is the teachers who suffer from having to adapt on
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short notice. And it could have been avoided if the teachers who have to carry out the decisions were consulted
before going ahead.

The NESTs also described a lack of direct contact with the management, not being involved in the decision-making
process, and not feeling fully understood, which made them feel powerless. P2 characterised this as follows:

Another foreigner said to me, why don't we all band together and say, we want this changed. And the first thing
I said to her was they won't listen to us. We mean nothing to them, because I think as a foreigner, you are on
the outside. You can always be replaced. I think you can always be replaced by another foreigner. You can
always be replaced by a Turkish teacher. You would be cheaper; you would be less problematic.

Additionally, all of the NESTs complained that they could not understand important meetings and emails as they
were held in Turkish. P4 said: “I struggle in school meetings and miss out on a lot of information. Reading official
e-mails via Google Translate can be problematic”.

Parents. The NESTs in general indicated an appreciation of the high socio-cultural background of the parents. For
example, P4 made positive comments about parents:

I have had mostly positive experiences with the family members of my students. The majority of my students'
parents have a tertiary education. I feel this contributes greatly to my students' curiosity and willingness to learn
and be inspired to become citizens of the world.

At the same time, the NESTs felt the pressure of ‘I pay, and it has to be my way’ attitude of the parents. In other
words, extensive parental intervention appeared to challenge NESTs. They criticized parents for their controlling
and demanding position, and conveyed feelings of powerlessness. P1 explained it as:

Unfortunately, there are some parents, who believe that their child can do no wrong. So, they think that what
might be the real issue is either the other students at school, the school itself, or even you as a teacher. So, and
a lot of the time, rather than come to you directly with any issues, they might choose to go directly over your
head and speak to your supervisor, your line manager, your team leader.

The participants were concerned about the fact that they could not speak directly to the parents about their kids.
P3 stated how this made the job difficult:

We're always told not to be so direct but to put it in a nice way ... Because the moment you say something, you
can tell from the parent that is not what they want to hear. So, you have to put it in a way that's more positive,
or more vague, should I say? ... I think this is the most tiring part for me, where I can't speak my mind.

Classroom Environment. The NESTs thought that the classroom layout in private schools was suitable for
general activities and had a satisfactory level of technology. However, when it came to specific requirements,
they documented limitations. Classrooms were not very ‘learner-friendly’, especially for younger learners. P2’s
answer lists some shortcomings and offers suggestions:

I want the kids to sit on the floor because you have that physical closeness. They can all see what you've got in
your hand, but who wants to sit on a dirty lino floor? ... I think the structure of the room, how there's nothing
extra in the room, like there isn't a book corner for the kids to go to and read a book. There isn’t a games corner
for the kids to go to and play a game. And so there's no reward for a kid. You have these kids who finish early,
and I think a nice reward would be to go to the book corner, go to the games corner, but it doesn't exist.

Despite the small class sizes, participants suggested student numbers should be between 12 and 20, to improve
efficiency and reduce paperwork. P2 remarks:

Fewer is always better because there's more speaking time. There's less waiting time and I think that's where I
lose my kids. When it's one child's turn to talk, I lose the others because they're waiting for their turn. So, I
think the ideal number, when I think I was working in a language school, the ideal number is 12. It's always
best to have an even number. You can pair them up.

NNEST Colleagues. The NESTs conveyed positive opinions about the local EFL teachers in their department. For
the NESTs, the NNESTs were helpful and maintained good relationships with them. NNESTs were perceived as
competent and well-qualified EFL teachers. P2 elaborated on this issue with a hint of differential treatment:

The Turkish English teachers I have worked with have always had a very good understanding of grammar and
been competent in all four skills. I believe they teach the way they were taught as students. They are very
thorough in the way they present material and successful at getting what they teach across to the students. I
don't see Turkish English teachers as natural risk-takers, they tend to play it safe. I think this is due to the
expectations that management have of Turkish English teachers being much higher than the expectation they
place on foreigners who are there for their 'expertise of English'.

Discussion and Conclusion
This study presented the experiences of four NESTs in Tiirkiye and described how they perceive Turkish students

within the EFL context of a private school. In terms of the research question related to Turkish EFL learners, the
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results show that Turkish EFL learners are seen by their NESTs as respectful and motivated students, who are
positive about learning English. At the same time, it is observed by the NESTs that the motivation level of Turkish
EFL learners decreased as their English competence and grade level got higher, and as they faced hardships such
as nation-wide exams. Once these observations are confirmed in further studies, researchers/educators can explore
ways of maintaining the high motivation and positive attitudes of students into upper grades. The findings reveal
that the NESTs also viewed Turkish EFL learners to mostly favour competitive and individual classroom activities.
Unlike Korean learners in Chin (2002), the learners in this study were not perceived to like cooperative work. As
communicative activities require collaboration (Saeed & Zyngier, 2012), the use of structured collaborative tasks
in EFL classes is suggested. The NESTs of the study have developed different ways of dealing with
competitiveness, but the findings indicate that they may need further support in reducing competition and
increasing collaboration. Moreover, the NESTs stated that Turkish EFL learners are competent in comprehending
English and fluent in their oral interactions. In contrast with their oral competency, they were deemed weak in
written skills and accuracy, unlike Chun’s (2013) study, where Korean EFL learners had better written skills.
Another point raised in the NESTs’ responses is that Turkish learners hold a product-oriented perspective, and
focus more on scores than on the process of learning. Furthermore, the students’ approach to learning led them to
be viewed as teacher-dependent learners. For the NESTs, instead of taking initiative, making decisions, and being
creative in the learning process, learners prefer to be presented with information, which they memorize to pass
exams. The NESTs believe these traditional expectations are because of the exam-based academic system in
Tiirkiye and limit students’ thinking skills. These results are in line with the findings of Kim (2004) and Chin
(2002) in the Korean context and Aydin et al. (2019) in the Turkish setting. Rote-learning is often cited to
characterize EFL students, so future research can examine how NESTs cope with such conventional habits.

Regarding the research question related to NESTs’ views about EFL teaching and learning context in Tiirkiye, the
findings show that the NESTs expressed positive feelings, but also had various issues that affect their job
satisfaction. Naturally, discontentment with work conditions leads to job dissatisfaction and might result in burn-
out or quitting (Okke & Mtyuda, 2017). As teachers are important for the development of students and the
continuity of education, the NESTs’ specific observations and experiences need to be investigated, and
implications must be drawn. The findings also show that the NEST's appreciated the positive work environment in
their school. Nevertheless, they made comments about management, which involved inconsistencies, spontaneous
decision-making, and subjectivity, coherent with Aydin et al. (2019). Another challenge for the NESTs was the
use of Turkish in meetings and messages as they were not competent in Turkish. These findings suggest that
private school administrations need to accommodate foreign teachers more efficiently and treat them as equal and
permanent members of the school. This necessitates including NESTs in the decision-making process and in school
activities. The NESTs also thought that classes were overpopulated, and inconvenient for certain activities.
Considering the financial resources at private schools, classrooms can be better equipped for language learning,
and NESTs can be consulted when designing classes. In relation to the views on the educational context in Tiirkiye,
it can be understood that the NESTs viewed parental involvement in private schools as an interference in
management, academic life, and students’ development. They indicated that they sometimes felt frustrated because
they were not authorized by the school administration to engage in open communication with parents. For the
NESTs, parents seemed to be a source of stress, due to several other reasons; their ‘know-it-all” attitude towards
teachers, dominance in managerial and educational matters, and their failure to set boundaries for their kids. These
findings are also in line with Aydin et al.’s (2019) study of expatriate teachers in Tiirkiye. The NESTs’ opinions
of their NNEST colleagues were positive as they viewed them as competent and supportive teachers. Unlike the
findings of Kesevan et al. (2018), however, they did not convey a common approach to teaching with the NNESTs.

The overall findings of this study stress the importance of orientation programs in EFL countries for NESTs as
well as local stakeholders. Locals can be guided through NESTs’ beliefs and expectations. At the same time,
NESTs can be provided with culturally related information on the Turkish education system as well as
characteristics and expectations of locals before taking up their posts. This would enable NESTs to adapt to the
social and cultural framework more easily and help all parties build an open and trusting relationship with each
other. As Behroozizad, Nambiar, and Amir (2014) suggest, “views of teachers about learners’ language learning
have an effect on constructing their teaching environment” (p. 219). The findings of the present study may inform
NESTs who intend to teach EFL in Tiirkiye and enlighten them about how it is to work at a private school in this
setting. At the same time, students, parents, teachers, and school administrators in EFL countries can understand
perceptions and expectations of NESTs. Furthermore, methods, materials, and activities designers for EFL students
can find valuable information within the presented data.

This study embodies several limitations, too. First of all, it was conducted with a small sample. The detailed
description of the setting and participants aimed to aid generalizability as the NESTs’ thoughts and experiences
may reflect those of NESTs in similar EFL countries. Yet, a larger sample may yield different results. Secondly,
while this study investigated NESTs working in a private school, future projects can investigate NESTs working
in other types of schools. In addition, a qualitative research design was used, yet other designs may present new
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perspectives. Different data collection tools and techniques may also produce useful insights. Furthermore, this
study is based on teachers’ perceptions. Future research could explore the extent to which NESTs’ perceptions
correspond to their reality. Finally, the focus of this study was NESTs and their experiences. Research that explores
local Turkish NNESTs’ and nonlocal foreign NNESTs’ experiences and opinions on the same issues would
contribute to our understanding of the topic. The views of other stakeholders on the same issues may also be
studied to obtain their perspectives and construct a holistic picture. Studies that analyze stakeholders’ (i.e.,
students, parents, administrators, NESTs, local NNESTs, foreign NNESTs) views of each other would be
especially helpful to build successful communication and collaboration between these parties and a fruitful EFL
atmosphere for all.
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