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Abstract 

The Cer ficate in English Language Teaching to Adults (CELTA) is widely recognized as the most 
prominent English language teaching qualifica on. Although originally aimed at Na ve Speakers 
(NS), CELTA has become popular amongst non-na ve speaker (NNS) teachers in recent years due 
to its worldwide reputa on. There is limited research focusing on NNS teachers’ CELTA 
experiences, which is why this study explored the CELTA experiences of Hungarian English as a 
Foreign Language teachers. 

This qualita ve study involved reflec ve narra ves and semi-structured interviews with three 
teachers, which were analysed using thema c analysis. The obtained data revealed that 
par cipants had similar percep ons of CELTA to teachers from other parts of the world 
(Anderson, 2016, 2018, 2020; Aydin et al., 2016; Tang, 2020). For instance, they found CELTA 
useful for enhancing their teaching skills and improving job prospects. Addi onally, this study 
helped iden fy new reasons for enrolment, such as seeking a challenge and new inspira on. It 
also had implica ons for CELTA trainers and training providers by highligh ng the challenges and 
experiences of non-na ve teachers. 

 

Introduc on 

CELTA is an interna onally recognised teaching qualifica on that trains candidates to teach 
English language without any teaching experience/background within one month. CELTA has 
become one of the most widely recognised qualifica ons in the field of English Language Teaching 
(ELT), which is shown by its presence as a minimum requirement in three quarters of ELT job 
adver sements worldwide (Cambridge University Press and Assessment, 2018). Historically, 
CELTA has been associated with being a course for na ve speakers of English (Ferguson and 
Donno, 2003), and therefore has been mostly researched by focusing on trainees from Western 
anglophone countries (see Jenvey, 2022). However, limited research has focused on the CELTA 
experiences of trainees in non-na ve English-speaking countries. Two studies have focused on 
non-na ve trainees’ experiences globally (Anderson, 2016, 2018), whilst some studies explored 
the Turkish (Aydin et al., 2016), Egyp an (Anderson, 2020) and Japanese (Tang, 2020) contexts. 
Given the scarce literature in the European context, it was found worthwhile to explore the CELTA 
experiences of trainees in this area. This study was specified on the Hungarian context due to the 
importance of quality English language teacher training in Hungary. As the local language 
(Hungarian) is not widely spoken outside of Hungary, it is crucial that English language educa on 
is at a high standard to encourage interna onal connec ons via the use of English as a lingua 
franca.  
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In order to improve CELTA, which is having growing popularity amongst Hungarian teachers; the 
aim of this research project was to gain further insight into the experiences of Hungarian CELTA 
graduates by looking at their reasons for taking the course and how useful they have found it. It 
aimed to explore the efficiency of CELTA from Hungarian teachers’ perspec ve, by looking at 
trainees’ mo va on and challenges in rela on to CELTA. 

Literature review 

Foreign language teacher training 

Up un l the 1970s, Teacher Training (TT) in foreign language educa on in Western countries 
focused primarily on the teaching content, which meant knowing the subject language well 
(Graves, 2009). Since then, foreign language TT curricula have gradually become more inclusive 
of pedagogy, which meant equipping trainees with not only content-knowledge, but with the 
prac cal skills to transmit that knowledge to students (Farrell, 2021). With the globalisa on of 
English, different teaching contexts started to require different approaches to training and 
qualifica ons. For instance, in a primary school context in Europe, teachers are generally required 
to have gained state-recognised qualified teacher status through a university degree, whilst adult 
courses in language schools may only require a short-term qualifica on (Barduhn and Johnson, 
2009). These different contextual expecta ons of teachers have influenced TT curricula due to 
the different needs in such diverse teaching se ngs (Freeman, 2009). Farrell (2021) states that 
the level of emphasis on theory and prac ce varies according to different kinds of TT. 

Although various scholars discussed the irrelevance of “na veness” in foreign language TT 
(Farrell, 2021; Moussu and Llurda, 2008), some research show that English language proficiency 
is considered as a crucial factor for Non-Na ve Speakers’ (NNS) professional training (Berry, 1990; 
Murdoch, 1994). Consequently, academics have found that TT for NNSs may lack sufficient 
training on the pedagogy aspect of the content-pedagogy dichotomy due to the crucial need for 
achieving proficiency in the language to become successful language teachers (Moussu, 2006; 
Randal and Thornton, 2001). For instance, Tang (2020) found that qualified non-na ve English-
speaking teachers with many years of experience may seek addi onal courses to improve their 
methodological knowledge through pedagogy-focused courses, such as CELTA. 

In Barduhn and Johnson’s (2009) review of the issues around cer fica on in the English Language 
Teaching (ELT) industry, an array of qualifica ons was evaluated with their relevance to 
professional aspects (such as TEFL (Teaching English as a Foreign Language), CELTA, DELTA 
(Diploma in English Teaching for Adults), BA, MA, MEd, PhD, etc.). One of their conclusions was 
that many teachers begin their journey in the ELT industry a er comple ng 1-month introductory 
courses, which are usually referred to as TEFL cer ficates (Barduhn and Johnson, 2009). In the 
next sec on, I will review one of these TEFL courses, namely the CELTA. 

CELTA 

According to the official syllabus (Cambridge University Press and Assessment, 2022), CELTA is  



Hillary Place Papers  Issue 8, November 2023 

25 

an introductory course for candidates who have li le or no previous English language teaching 
experience. It may also be suitable for candidates with some experience but li le previous 
training (p.3). 

It is a 120-hour long course, completed full- me in four/five weeks or part- me over 2-3 months. 
The minimum requirements to enrol include 1) having English language proficiency at least at 
Common European Framework for Reference for Languages (CEFR) C1 level (proficient), 2) being 
at least 18-years-old, and 3) having an educa on that would be required to enter higher 
educa on. 

The syllabus covers the following five main themes:  

A - learners and teachers, and the teaching and learning context 

B - language analysis and awareness 

C - language skills: reading, listening, speaking and wri ng 

D - planning and resources for different teaching contexts 

E - developing teaching skills and professionalism. 

(Cambridge University Press and Assessment, 2022) 

Assessment is carried out throughout the whole dura on of the course, and it includes wri en 
assignments and six hours of observed Teaching Prac ce (TP). Overall, it is a course that 
approaches TT in prac cal and dynamic ways to accommodate the trainees, who have diverse 
backgrounds and reasons for taking the course (Sco , 2007).  

CELTA has both posi ve and nega ve aspects, which have been highlighted by researchers 
(Barnawi, 2016; Borg, 2002; Hobbs, 2016; Kanowski, 2004; Mackenzie, 2014; Stanley and Murray, 
2013). On the one hand, CELTA addresses the content-pedagogy dichotomy in a dispropor onate 
way. In the syllabus, four themes (A, C, D and E) focus on pedagogy and only one theme (B) 
focuses on language. Hobbs (2013) pointed out to the superficiality in language knowledge and 
awareness in TEFL courses, arguing that 120-hour courses are not suitable for equipping trainees 
with sufficient understanding of linguis c knowledge, despite it being crucial for second language 
teachers. Moreover, Stanley and Murray (2013) concluded that CELTA may deliver what can be 
expected from a 4-week course, but it does not provide sufficient content knowledge about the 
language, which would be crucial for both NS and NNS candidates. In this vein, it is worth re-
men oning that CELTA was originally designed for NS of English language (Ferguson and Donno, 
2003) in an era when a NS language knowledge was considered the ideal (Phillipson, 1992). 
CELTA’s Communica ve Language Teaching (CLT), which is defined as an approach to teaching EFL 
with a focus on building communica ve competence in students (Li lewood, 1981), emphasises 
an English-only classroom policy, which is par cularly suitable for monolingual English NSs 
(Howa , 1984; Anderson, 2020). However, due to the spread of English as a lingua franca and the 
disputed ownership over English language nowadays, such arguments are less relevant and in fact 
disputed (Houghton and Rivers, 2013).  
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Furthermore, arguments remain that CELTA does not provide suitable prepara on to be 
considered a TT leading to a teaching qualifica on due to its brevity and highly procedural 
approach (Stanley and Murray, 2013). Although CELTA’s learning outcomes may help trainees 
become English language teachers, the acquired teaching skills may only be useful in contexts 
similar to the TP sessions of CELTA (Barnawi, 2016). In various subfields of the ELT industry, such 
as EAP (English for Academic Purposes) or CLIL (Content and Language Integrated Learning), 
CELTA qualified teachers may not be able to successfully deliver lessons in the environments that 
require more in-depth understanding of both language and teaching methodology (Ferguson and 
Donno, 2003). 

Nevertheless, CELTA has some beneficial components and aspects. Research about CELTA 
trainees’ experiences found that the TP is a highly beneficial and much-valued element of the 
course (Borg, 2002). Kanowski (2004) added that the real value behind those six hours does not 
necessarily lie in the teaching itself, but in the self-reflec on on trainees’ professional behaviour, 
which therefore creates a bridge between professional prac ce and pedagogical knowledge. 
Consequently, with a sensi ve considera on of its posi on on the wide spectrum of teacher 
educa on and teacher development, CELTA could be regarded as a useful course (Mackenzie, 
2018). 

Non-Na ve Speakers experiences of CELTA 

The first study that explicitly considered NNS teachers’ experiences of CELTA was conducted by 
Anderson (2016) who explored the difference between NS and NNS in their percep ons of ini al 
training courses (ITCs), such as CELTA and Trinity College London CertTESOL. The study found that 
NNSs tend to complete ITCs for improved job prospects, but they receive less relevant support 
than NSs. NNS par cipants mostly hoped to learn about innova ve methodology, which may be 
incompa ble with their future teaching contexts in their home countries. Also, it was found that 
experienced NNSs benefit less from ITCs’ language awareness component due to their previous 
teaching and TT experiences. Consequently, Anderson (2016) concluded that ITCs are not suitable 
for the majority of NNS candidates and suggested that an alterna ve course could be more 
beneficial to them, despite the overall sa sfac on demonstrated by NNSs. Overall, although this 
was a pioneering study due to researching NNSs in rela on to CELTA, it did not provide in-depth 
explana ons for some findings, which Anderson (2016) acknowledged by recommending further 
qualita ve research.  

Anderson (2018) further inves gated NNSs teachers’ experiences of ITCs with a focus on 
professional development. In this study, he found that par cipants’ main reasons for taking an 
ICT were to improve their career prospects and their classroom prac ce, which is consistent with 
his previous findings in 2016. Reflec ng on na ve speakerism (the ideology that considers NSs 
superior in language teaching), par cipants thought that a widely recognised ITC, such as CELTA, 
could be a qualifica on that somewhat removes the barrier between NSs and NNSs in hiring 
prac ces. In addi on, Anderson found that the most useful element was the TP in conjunc on 
with reflec ve feedback sessions. These findings could be connected to the strengths of CELTA 
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discussed by Borg (2002) and Kanowski (2004), such as the focus on prac cal teaching experience 
via reflec ve prac ce. However, some experienced teachers reported that incorpora ng new 
elements into their internalised teaching style was challenging (Anderson, 2018). The 
incompa bility of monolingual and highly communica ve CELTA methodology with par cipants’ 
future teaching contexts was another issue for some par cipants (Anderson, 2018), which was 
one of CELTA’s limita on argued by Barnawi (2016) and Ferguson and Donno (2003). Moreover, 
although ITCs led to career promo ons in some cases, par cipants felt that it did not help to 
obtain roles that were impacted by discriminatory NS-only policies (Anderson, 2018). It is 
worthwhile men oning that par cipants had not heard of Cambridge’s in-service courses, which 
might have been more useful (Anderson, 2018). These courses, however, have since been 
discon nued and replaced with courses, such as DELTA (Cambridge University Press and 
Assessment, 2023). Overall, Anderson (2018) provided mul ple recommenda ons to tailor ITCs 
to become more suitable for NNSs (such as  to be more inclusive of experienced teachers’ 
exper se). He also concluded that despite its limita ons, CELTA remained a posi ve experience 
for NNS trainees, who agreed that CELTA is “like a passport” in the interna onal context of ELT 
(Anderson, 2018, p.6). 

Contras ngly, a study in the Middle East has come to different conclusions. Aydin et al. (2016) 
inves gated how CELTA is perceived by Turkish teachers with different teaching experience and 
with ELT and non-ELT-related educa onal background. This study, which involved 44 par cipants, 
revealed that CELTA is beneficial for trainees with different educa onal backgrounds. Although 
the study found that candidates with non-ELT educa on background and li le teaching 
experience benefit the most from CELTA, the six hours of TP remains insufficient for them. For 
experienced teachers, however, the TP provided an opportunity to evaluate and reflect on their 
exis ng teaching style. Experienced teachers had previous knowledge about ELT theories, and 
therefore could focus more thoroughly on the improvement of their teaching style (Aydin et al., 
2016). All par cipants reported that CELTA’s feedback and reflec ve approach makes it a useful 
course, and that it was an interna onally valuable cer ficate. These findings seem to oppose 
Anderson’s (2016) conclusion by demonstra ng that CELTA can indeed be a suitable choice for 
professional development for experienced NNS teachers. Aydin et al.’s (2016) results are 
persuasive because an in-depth explana on of the par cipants’ experiences is provided through 
looking at the influence of their teaching and educa on backgrounds. However, the contextual 
specifica on makes it difficult to draw strong conclusions for NNS teachers because depending 
on each country/region, teachers might experience different approaches to teacher training, 
which then impacts their prac ce (Darling-Hammond and Lieberman, 2012). 

Anderson conducted another qualita ve study looking into NNS teachers’ percep ons of changes 
in their classroom prac ces six months a er comple ng CELTA (Anderson, 2020). In contrast to 
his previous studies involving a global cohort of par cipants (Anderson, 2016; Anderson 2018), 
he focused this project on Egyp an teachers. The study revealed that CELTA graduates intend to 
incorporate communica ve and learner-centred approaches into their teaching. However, it is 
crucial that the applica on of CELTA’s teaching approach on specific teaching contexts is 
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accounted for during the training, which is a finding that con nually emerged in his previous 
studies (Anderson, 2016, 2018). It was also found that teachers’ self-confidence both in the 
classroom and in the interna onal job market was increased further due to comple ng CELTA 
(Anderson, 2020). This study provided an insight into the Middle Eastern context previously 
ini ated by Aydin et al. (2016). 

Another study by Tang (2020) explored three Japanese teachers’ percep ons of CELTA in terms of 
usefulness and implementa on in their teaching prac ces. By interviewing teachers, who had 
experience with both young learners and adults; it was found that their percep ons are 
consistent with previous studies (Anderson, 2018, 2020; Aydin et al., 2016) for three reasons: 1) 
CELTA’s most valued element is the TP, 2) the relevance of linguis c knowledge teaching during 
CELTA is not significant due to the trainees’ previous teacher training, and 3) they aimed to 
incorporate CELTA’s core teaching techniques into their teaching se ngs by applying a more 
induc ve approach. This is a crucial study because it explored NNS teachers' experiences who 
had previous training in East Asia.  

Research Ques ons 

Based on the exis ng literature about the CELTA program, it has been found significant to look at 
teachers’ experiences in a European country (Hungary) to contribute to the holis c understanding 
of NNSs experiences of CELTA. Therefore, this research aimed to contribute to the globally 
available research on NNSs’ experiences of CELTA by answering the following Research Ques ons 
(RQ): 

RQ1: What were the par cipants’ reasons to take CELTA? 

RQ2: How useful did the par cipants find CELTA? 

Methodology 

This study adopted a qualita ve approach because it aimed to inves gate in detail people’s 
experiences of teacher training. Two research methods were used. Par cipants were asked to 
write a reflec ve narra ve, which is a method that can provide a wri en account of people’s 
personal percep ons about their experiences. This was followed by individual, online, semi-
structured interviews, which is a method that involves engaging conversa ons with par cipants 
to gather in-depth qualita ve data. The reflec ve narra ves were used to gain a general 
understanding of par cipants’ pre-CELTA TT and teaching backgrounds. This research method 
helped develop the interview ques ons, allowing the researcher to collect even more in-depth 
data. 

The research involved three par cipants, who were chosen via purposive sampling to ensure the 
relevance of the data collec on to the RQs. There were three sampling criteria:  

To self-iden fy as Hungarian and as a user of English as a foreign language, 

To have completed CELTA successfully and  
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To have at least six months of EFL teaching experience a er comple ng 
CELTA.  

Table 1 providing informa on about the par cipants can be found below.  

Par cipant 
pseudonyms 

Year of 
CELTA 

Educa onal 
background 

Teaching experience 
(context) 

Teaching 
experience 
(years) 

Erzsébet 2015 Teacher training in 
EFL 

Primary, Secondary, 
Further Educa on, Adults, 
Business English, Teacher 
training 

Over 20 years 

Margit 2018 Teacher training in 
EFL and Geography 

Primary, Secondary, 
Higher Educa on 

Over 20 years 

Ilona 2012 Teacher Training and 
MA in EFL 

Further Educa on, Higher 
Educa on, Business 
English, Exam 
Prepara on, One-to-one 
Tutoring 

Over 25 years 

Table 1. Informa on about par cipants. 

Data collec on began with par cipant recruitment via social media. Par cipants were first asked 
to write a reflec ve narra ve on their previous TT and teaching experiences in no more than 300 
words. Once the reflec ve narra ves were received by the researcher, a me was agreed for the 
interviews. The interviews lasted approximately 25 minutes. Interviews were automa cally 
transcribed by Microso  Teams so ware and then reviewed and edited by the researcher to 
correct transcrip on errors, as well as to improve readability by removing false starts, repe ons 
and unnecessary fillers. When the researcher iden fied an ambiguous comment during the 
edi ng process, follow-up emails were sent to the par cipants for clarifica on. The researcher 
wrote up the findings and sent the corresponding sec on to the par cipants to conduct member 
checking, which is a crucial process in qualita ve research to ensure the credibility of the findings. 
A er member checking, all sensi ve data was permanently destroyed. The collected data was 
manually analysed using thema c analysis (Braun and Clark, 2006). Through engaging with the 
narra ves and transcripts and iden fying codes, the following themes were iden fied: seeking 
novelty, be er career prospects, teaching methodology, teacher training methodology and 
collabora on. 

Ethical Considera ons and Challenges 

This study was guided by the Bri sh Associa on of Applied Linguis cs Good Prac ce Guidelines 
(2021) and the Associa on of Internet Researchers Ethical Guidelines 3.0 (2019). Some of the key 
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ethical considera ons were obtaining informed consent, ensuring confiden ality and anonymity, 
and storing all sensi ve data on an encrypted cloud space. 

One ethical challenge was encountered by the researcher. Some interview ques ons could 
poten ally bring up memories of nega ve experiences due to discrimina ons faced by NNSs in 
the ELT industry (Selvi, 2011). To avoid this risk, the researcher emphasized to par cipants at the 
beginning of the interview that they did not have to answer any ques ons that would make them 
feel uncomfortable. 

Findings and Discussion 

Seeking Novelty 

Some par cipants recalled looking for new inspira on and/or a new challenge as a reason to take 
CELTA. Firstly, Erzsébet stated in her reflec ve narra ve that “[she] wanted to gain first-hand 
prac cal experience on how to find inspira on again”. She further expanded on this reasoning in 
the interview:  

‘I had been teaching for some 14-15 years at the me and felt that I didn’t 
really have the same drive I had when I started teaching, and I really wanted 
to find new ways to get back this inspira on again [...] to get back to 
teaching because that was a period in my life when I was contempla ng 
giving up teaching or doing something else’ 

(Erzsébet, interview). 

This could poten ally be explained by experiencing teacher burnout. Khani and Mirzaee (2015) 
found that EFL teachers may experience burnout due to low self-efficacy in their teaching by 
failing to engage students. In Erzsébet’s case, CELTA was a tool to tackle demo va on a er over 
a decade of teaching; and resulted in acquiring new classroom management techniques, which 
increased student engagement. 

Secondly, Margit decided to do CELTA due to its reputa on of being a challenging course. She 
recalled hearing about CELTA being a par cularly difficult and demanding programme from her 
co-workers, and as she described herself as an audacious person, she wanted to experience it 
herself: 

‘I actually wanted to do [CELTA] because I heard so much about the fact 
that it's so hard. So, I was wondering what can be so hard’ 

(Margit, interview). 

Such reputa on may have stemmed from her co-worker's experiences of CELTA, as various studies 
iden fied the high level of challenge associated with CELTA (Anderson, 2018; Borg, 2002). Margit 
further explained her challenge-seeking character, which suggests that this finding may be 
regarded as a personal reason to take CELTA. 

Be er Career Prospects 
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A crucial finding of the data collec on was CELTA’s role in having be er career prospects. This was 
both a reason for and a result of obtaining CELTA. Furthermore, it elicited percep ons about the 
value of CELTA in the ELT job market. 

Firstly, teaching abroad was the mostly associated no on with CELTA amongst the three 
par cipants. For instance, Ilona recognised that CELTA was considered a cer ficate with which 
“you can become an English teacher anywhere in the world”, which is a percep on that emerged 
in Barnawi’s (2016) research as well. As one of her dreams was going to the UK to teach on a pre-
sessional summer course, it seemed that CELTA would help realising her ambi ons of ge ng hired 
abroad. Further to comple ng CELTA, she taught on mul ple summer courses, which she then 
associated with a sense of achievement in her career as demonstrated by the following extracts: 

‘[CELTA] was good for fulfilling my dream. I have been to these pre-sessional 
courses three summers...’ 

(Ilona, interview) 

‘...how can you be [prouder] of yourself than by saying that I have taught 
English language in the United Kingdom?’ 

(Ilona, interview). 

Although one of Anderson’s (2018) conclusions was that CELTA is not useful for finding 
employment abroad for the majority of NNS teachers, the findings of this study, despite the small 
sample size, can ques on this conclusion because not only Ilona, but Margit also reported success 
in securing EFL teaching jobs outside of Hungary. Margit recalled CELTA as a key to securing jobs 
in the interna onal labour market. In her experience as a foreign teacher in the Middle East, the 
employers are “[keener] to keep you as a teacher” if you have CELTA, regardless of other 
qualifica ons and experience. This was especially relevant because around the me when she 
was considering CELTA, she no ced a tendency towards hiring local teachers over foreign ones. 
Although CELTA was not a reason for finding a job abroad, it was deemed beneficial in keeping 
her job. Par cipants in Anderson’s (2018) research reported being made redundant unless they 
take CELTA, which is similar to Margit’s experience towards the CELTA-dominated cer fica on for 
securing a job. The experiences of Ilona and Margit provide an example for CELTA’s usefulness for 
be er career prospects for NNS teachers.  

CELTA was considered as a tool for interna onal job opportuni es by Erzsébet too. The first me 
Erzsébet had considered doing CELTA was when she had plans for moving abroad and was looking 
at ways in which she could be hired as an English teacher in the Middle East. Ilona also men oned 
that by ge ng CELTA-cer fied, she had an cipated a higher salary both for having the 
opportunity to move abroad and for being able to apply for vacancies with be er renumera on 
locally. These findings confirm the conclusions of CELTA being strongly associated with improved 
job prospects in Anderson’s (2018) and Barnawi’s (2016) research findings. 

Nevertheless, when asking about be er career prospects, different forms of discrimina on were 
men oned in several responses. Margit felt that by having completed CELTA, she could now apply 
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to more vacancies than before with her master's degree only. She con nued explaining that the 
main requirement has become to be CELTA-cer fied in the interna onal EFL job market. However, 
she highlighted that “in many places they look for CELTA-cer fied teachers as only na ves, which 
is [something that is] always going to be there”. Addi onally, Ilona witnessed that even in the 
pool of CELTA-cer fied teachers, you can get hired because of your gender and your appearance, 
instead of for your knowledge and experience. This shows that the discrimina on NNS teachers 
face can go beyond na ve speakerism and extend to sexism (discrimina on based on gender) and 
lookism (discrimina on based on physical appearance). This finding supports Fithriani’s (2018, 
p.741) conclusion of racist policies, such as “recrui ng White English teachers”, accoun ng for an 
addi onal challenge NNS teachers face in ELT professionalism. Consequently, this episode le  
Ilona ques oning the actual value of CELTA: 

‘If we say that [CELTA and DELTA are] the top English teaching industry 
qualifica ons, then if such things happen, it loses its value.’ 

(Ilona, interview). 

12 of the 19 par cipants in Anderson’s (2018) research also reported that having an 
interna onally recognised teaching cer ficate cannot counteract hiring prac ces dominated by 
na ve speakerism. Therefore, the findings of this research project suggest that CELTA’s value is 
ques onable in the global job market as the interviewed Hungarian EFL teachers report 
experiencing unjust employment screening despite being CELTA-cer fied. 

Teaching Methodology 

Teaching methodology has been found as a controversial topic associated with CELTA. On the one 
hand, as a reason to take CELTA, Erzsébet and Margit recalled looking for the most up to date 
teaching methodologies. The following interview extracts demonstrate what they had hoped to 
gain from CELTA: 

‘I’ve been already teaching for more than 10 years, and I wanted to brush 
up on my knowledge, to get to know more about what is up to date, what 
is more relevant to what I’m doing in the classroom’ 

(Margit, interview) 

‘I wanted to find and explore new prac ces for methodology because I felt 
that I got to the end of my resources and even though I was reading a lot 
online and trying to discover new things, I just felt that on my own I 
wouldn’t be able to implement those’ 

(Erzsébet, interview) 

Erzsébet con nued by explaining that she needed “proper guidance” on how to make her 
methodology more up-to-date and effec ve, which is why she chose CELTA. Based on the internet 
research she had done on the course provider’s website, she concluded that CELTA would give 
her what other trainings, such as masterclasses or local language schools’ training courses, have 
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failed to do. In addi on, another par cipant, Margit, wrote in her reflec ve narra ve that her 
reason for taking CELTA was her "desire to improve [herself] as a teacher and add to [her] exis ng 
teacher toolkit”. Asking her about CELTA’s usefulness, she went into more detail about how CELTA 
fulfilled her hope to improve her teaching methods. For example, with the help of CELTA trainers, 
she could properly acquire teaching techniques, such as Instruc on Checking Ques ons (ICQ) and 
Concept Checking Ques ons (CCQ), which she has been using in her teaching ever since. As she 
does not speak the na ve language of her students, it was crucial that she applies the “CELTA 
way” in her classes every day: 

‘[ICQs and CCQs] are actually working. Even though I don’t speak Arabic, I 
can understand whether my students understand me or not because of 
these ques ons’ 

(Margit, interview) 

The no on of iden fying and working on professional difficul es as a teacher, such as low student 
engagement, has similarly emerged from Erzsébet’s views on CELTA. She considered the 
experience of “[facing] your own weaknesses as [an experienced] teacher” as a significant 
contribu on to why CELTA was a posi ve experience for her. Despite the high workload she 
experienced during the course and having to prepare for the TPs with different levels, she enjoyed 
that she had to apply a new approach to teaching, which was different to what she had 
experienced in Hungarian state schools. Therefore, learning about a new teaching methodology 
was deemed beneficial and highly applicable in her post-CELTA teaching, which is demonstrated 
by the following interview extract:  

‘Before CELTA I was always giving an explana on [to the students]. A er 
CELTA I was trying to make them work out things on their own because they 
can [do most things]. I was just not familiar with this method [of student 
engagement]’ 

(Erzsébet, interview). 

Erzsébet also men oned how certain CLT techniques, such as ICQs and CCQs, help her ensure 
that her students understand grammar. This may mean that, for Erzsébet, CELTA was the key in 
shi ing from a deduc ve to induc ve teaching. These findings are consistent with the findings of 
other studies that focused on NNS teachers’ experiences of CELTA (Anderson, 2016; Anderson, 
2018; Aydin et al., 2016, Anderson, 2020; Tang, 2020). Therefore, this study supports the 
argument that one of CELTA’s most appreciated features is its poten al to provide trainees with 
efficient teaching methods. 

On the other hand, Ilona concluded that as a one-to-one EFL tutor, she does not use the typical 
ac vi es which they prac ced during the CELTA course, such as pair and group work. This finding 
supports the argument about a limita on of CELTA discussed by Barnawi (2016), and Ferguson 
and Donno (2003). The four-week training cannot account for the diversity of ELT contexts, which 
was confirmed by Ilona’s percep on of CELTA’s usefulness in rela on to teaching methodology. 
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Moreover, such concern emerged in Anderson’s (2020) findings too, in which it was reported by 
Egyp an EFL teachers that CELTA did not prepare them for specific teaching contexts. Anderson’s 
(2020) findings combined with Ilona’s comment emphasise that although CELTA can be useful for 
acquiring teaching methodologies, providing adjustment strategies to tailor the CELTA-way to fit 
specific teaching contexts may be desired to be incorporated in the CELTA curriculum. 

Teacher Training Methodology 

CELTA’s training methodology received both posi ve and nega ve comments in the data 
collec on. On the one hand, one of the reasons why Margit found CELTA useful was its prac cal 
approach to training. She highlighted that implemen ng the training input in her TP sessions was 
a crucial factor in improving herself during the four weeks of CELTA. She concluded that the 
trainers make you face your weaknesses as a teacher. She recalled that CELTA had a significant 
impact on herself from the very beginning: 

‘For me it was like I went to Budapest one day and the next day I wasn’t 
myself... You fall fully apart and then you put [yourself] back together [piece 
by piece]’ 

(Margit, interview). 

Addi onally, she stated that trainers provided feedback in “such a smooth mode that it gets under 
your skin”. They are not instruc ng you but “guiding” your development. To demonstrate, with 
the help of the trainers, she could acquire how to use the course material “for [her] own 
advantage”. She also pointed out that she had never finished a class without acquiring something 
new: “you always have something to take away. There is no lesson that you walk out without a 
takeaway”. This is a percep on that is likely due to CELTA’s reflec ve approach to training 
teachers. This has been highlighted as an advantage of CELTA in Kanowksi’s (2004) work by 
arguing that CELTA can be successful in only four weeks due to its reflec ve training methods.  

On the other hand, Ilona had some nega ve experiences in rela on to CELTA’s training. She 
recalled facing humilia on due to being a qualified teacher with years of teaching experience. 
She remembered the training as an unpleasant interac on:  

‘I was humiliated, sort of oppressed every day [during the TPs], when I put 
such things in prac ce that I had seen before on methodology courses in 
the UK. You were told that ‘no, no [don’t do that, do this]’ 

(Ilona, interview). 

She argued that trainers would not tolerate teaching techniques that were inconsistent with the 
CELTA curriculum. Therefore, she concluded that she would not do the course again, although she 
admi ed the usefulness of being CELTA-cer fied later in her career as discussed above. 

It is relevant here that when Copland et al. (2009) inves gated post-observa on feedback in 
CELTA and other TEFL courses, they concluded that many trainers do not receive sufficient training 
in how to provide reflec ve feedback and called for more support and resources from training 
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organisa ons. Whether Ilona’s nega ve experience was a result of one of the CELTA trainer’s 
training style or similar incidents have occurred with other trainees is a ques on that cannot be 
answered within this research, and therefore calls for future research.  

This experience could also be connected to Anderson’s (2018) and Aydin et al.’s (2016) contras ng 
findings about the effects on training experience of being an experienced teacher on CELTA. 
Although the usefulness of such a no on was found to be ques oned in Anderson (2018) and 
confirmed in Aydin et al. (2016), it was unanimously found that it can be difficult to incorporate 
new methods into internalised teaching skills. Therefore, this may suggest that CELTA trainers 
should receive training to be more inclusive in training experienced teachers. However, this may 
be conflic ve due to CELTA being adver sed as an introductory course and not as a professional 
development course. 

Collabora on 

Firstly, another reason for enrolling in CELTA for Margit was to meet na ve speakers of English. 
She wanted to meet speakers of English who have different linguis c and cultural backgrounds to 
the people in her work environment: 

‘I was hoping to get trainers from England... because I hear English speakers 
from all around the world, but not na ves. I meet Indian, Pakistani, 
Moroccan, Egyp an, Sudanese and Saudi English speakers, but none of 
them are na ve. So, I really wanted to get in touch with na ve speakers and 
hear their voices actually’ 

(Margit, interview).  

For Margit, CELTA was a tool to meet na ve speakers due to the general percep on of CELTA being 
a course for NSs as described by Ferguson and Donno (2003). It is notable that despite na ve 
speakerism being a key topic in TESOL research in the past four decades, there has not been a 
significant shi  in how society thinks about NS and NNS teachers beyond academia (Tupas, 2022). 
Although Medgyes (2017) discussed that NSs have an undeniable role in ELT, this finding may also 
be understood as an example for the considera on of NS superiority as a pertaining issue due to 
their accents and associated ownership over English. 

Secondly, it must be acknowledged that for some trainees, interac ng with English speakers with 
different accents may pose an addi onal challenge. For instance, Ilona found it difficult to 
communicate with fellow trainees and trainers from Australia and Scotland for the first weeks 
due to their accents. In addi on, as explained above, Margit considered CELTA as a course for NSs 
due to the tradi onal associa on of CELTA being designed for NS. She enjoyed this as a challenge, 
however it also caused communica on difficul es that at mes le  her feeling that she was 
“lagging behind because of the language”. NNSs’ experiences of CELTA in rela on to collabora on 
with NSs has received li le a en on in research. However, research on MA TESOL programs have 
iden fied similar percep ons to these findings. An example is demonstrated by interna onal 
students on MA TESOL in Canada repor ng the nega ve impact of the level of their English 
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language proficiency on their social engagement (Faez and Karas, 2019). Liu (1999) suggested that 
MA TESOL courses accommodate NNS students by providing more support to improve their 
English language proficiency. Consequently, although one of the requirements to enrol in CELTA 
is to have C1 level of English, it may be desired to provide addi onal language support on CELTA 
courses. As a conclusion, it is crucial that trainees are supported for their specific learning needs. 
This may mean further support in linguis cs and grammar for example, which can be a crucial 
need of NS CELTA trainees too (Borg, 2002), or addi onal help with the improvement of trainees’ 
English language proficiency.  

Lastly, Erzsébet valued the collabora on with other trainees from different countries including 
the US, China, the UK, Germany and Russia. Although generally preferring to work independently, 
she enjoyed helping her Bri sh friend with the assignments by using her previous experience in 
learning linguis cs. This relates to Barra ’s (2010) recommenda on about fostering collabora on 
amongst trainees by sharing their previous linguis cs knowledge with each other. A similar idea 
of collabora on is recommended by Medgyes (2017) who emphasized the importance of 
reciprocal support in using NSs’ and NNSs’ individual strengths and weaknesses. He suggested 
recognising teachers’ own highlights and challenges and complemen ng each other to create a 
be er educa onal environment. Although this recommenda on is for NS-NNS collabora on in 
teaching, it could be applied to training scenarios, such as CELTA.  

Conclusion 

The aim of the present qualita ve research was to inves gate Hungarian EFL teachers’ 
experiences of CELTA. Firstly, a common reason of the par cipants for taking CELTA was for be er 
career prospects. Each par cipant highlighted how the possibility of teaching abroad was a 
mo va ng factor in enrolling on CELTA. Secondly, par cipants also reported seeking a way to 
acquire a more up to date EFL teaching methodology in CELTA. It was viewed as a course that 
equips trainees with innova ve teaching skills, which was a key factor in seeking professional 
development a er over a decade of teaching. Moreover, an addi onal reason to take CELTA was 
the par cipants’ aspira on for a challenge and new inspira on. Due to the role and percep on 
of CELTA in the ELT industry, CELTA can be a way to achieve professional sa sfac on and valida on. 
Furthermore, one of the par cipants decided to enrol in the CELTA course to meet NS of English. 
This can be viewed as an addi onal benefit of CELTA for those seeking to interact with NS 
speakers. Overall, CELTA is useful in finding employment abroad. However, its value in the ELT job 
market was ques oned due to na ve speakerism, sexism and lookism hiring policies. 
Furthermore, CELTA was considered useful for acquiring teaching skills that improve students’ 
engagement. Par cularly, ICQs and CCQs were highlighted by the par cipants. It is notable though 
that CELTA’s usefulness in terms of teaching methodologies is highly context specific, which is why 
it is recommended that CELTA incorporates adjustment strategies that allow teachers to tailor the 
“CELTA way” to trainees’ specific teaching contexts. Finally, it was found that the availability of 
language support may be desired for certain trainees. This is crucial in making CELTA more 
inclusive and effec ve for all trainees. 
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The key contribu on of this research is that it provided valuable insight into trainees’ percep ons 
of CELTA in the Hungarian context. The findings are relevant to CELTA providers for crea ng a 
more inclusive training space and helping trainers to recognise and adjust to NNS trainees’ 
addi onal needs. 

Limita ons 

The researcher iden fied two limita ons of the research project. Firstly, the small sample size 
could be viewed as a limita on as to how strong the conclusions can be made for a broader 
(Hungarian/European) context. Secondly, par cipants had completed CELTA over five years ago. 
CELTA is con nuously undergoing quality-control, which may suggest that certain aspects of this 
study’s findings on CELTA have been improved over the past years. 

Biography 

Gergely Kajos is a postgraduate student in TESOL at the 
University of Leeds. He also works as an Academic Wri ng 
Mentor with the Learning Development Team at the 
University of Leeds. He has previously worked in various 
English language teaching contexts (EFL, CLIL and ESOL) in 
Spain, Hungary, Indonesia and the UK. His current research 
interests include learning development in HE, EAP and social 
jus ce in TESOL. 

Correspondence: ed19gk@leeds.ac.uk 

 

References 

Anderson, J. 2016. Ini al teacher training courses and 
non-na ve speaker teachers. ELT Journal. 70(3), 
pp.261-274.  

Anderson, J. 2018. The role of ini al teacher training 
courses in the professional development of 
experienced non-na ve-speaker English language 
teachers. ELT Educa on and Development. 21, pp.37-
46. 

Anderson, J. 2020. ‘Buying in’ to communica ve 
language teaching: the impact of ‘ini al’ cer fica on 
courses on the classroom prac ces of experienced 
teachers of English. Innova on in Language Learning 
and Teaching. 14(1), pp.1-14. 

Associa on of Internet Researchers. 2019. Internet 
research: ethical guidelines 3.0. [Online]. [Accessed 
22 March 2023]. Available from: 
h ps://aoir.org/reports/ethics3.pdf 

Aydin, B., Sağlam, S. and Alan, B. 2016. Can CELTA 
qualifica on be the new bridge between pre-service 

and in-service educa on?: percep ons of in-service 
teachers. ELT Research Journal. 5(2), pp.155-176.  

Barduhn, S. and Johnson, J. 2009. Cer fica on and 
professional qualifica ons. In: Burns, A. and Richards, 
J. C. eds. The Cambridge guide to second language 
teacher educa on. Cambridge: Cambridge University 
Press. pp.59-65. 

Barnawi, O.Z. 2016. Re-reading your CELTA training 
course: a case study of four interna onal teachers 
working at a Saudi HE ins tu on. English Language 
Teaching. 9(9), pp.85-94. 

Barra , L. 2010. Strategies to prepare teachers 
equally for equity. In: Mahboob, A. ed. The NNEST 
lens: Non-na ve English speakers in TESOL. 
Newcastle-upon-Tyne: Cambridge Scholars, pp.180–
201. 

Berry, R. 1990. The role of language improvement in 
in-service teacher training programmes: killing two 
birds with one stone. System. 18(1), pp.97-105. 



Hillary Place Papers  Issue 8, November 2023 

38 

Borg, M. 2002. Learning to teach: CELTA trainees' 
beliefs, experiences and reflec ons. Ph.D. Thesis, 
University of Leeds. 

Braun, V. and Clarke, V. 2006. Using thema c analysis 
in psychology. Qualita ve research in psychology. 
3(2), pp.77-101. 

Bri sh Associa on of Applied Linguis cs. 2021. 
Recommenda ons on good prac ce in applied 
linguis cs. [Online]. [Accessed 24 November 2022]. 
Available from: h ps://www.baal.org.uk/wp-
content/uploads/2021/03/BAAL-Good-Prac ce-
Guidelines-2021.pdf  

Cambridge University Press and Assessment. 2018. 
Three quarters of ELT jobs ask for Cambridge CELTA. 
[Online]. [Accessed 12 April 2023]. Available from: 
h ps://www.cambridgeenglish.org/news/view/three
-quarters-of-elt-jobs-ask-for-cambridge-celta/ 

Cambridge University Press and Assessment. 2022. 
CELTA (Cer ficate in Teaching English to Speakers of 
Other Languages) Syllabus and assessment 
guidelines. [Online]. [Accessed 12 April 2023]. 
Available from: 
h ps://www.cambridgeenglish.org/Images/21816-
celta-syllabus.pdf  

Cambridge University Press and Assessment. 2023. 
ICELT (In-Service Cer ficate in English Language 
Teaching). [Online]. [Accessed 10 February 2023]. 
Available from: 
h ps://www.cambridgeenglish.org/teaching-
english/teaching-qualifica ons/ins tu ons/icelt/  

Canagarajah, S. and Said, S. B. 2011. Linguis c 
Imperialism. In: Simpson, J. ed. The Routledge 
handbook of applied linguis cs. Abingdon: Routledge, 
pp.388-400.  

Copland, F., Ma, G. and Mann, S. J. 2009. Reflec ng in 
and on post-observa on feedback in ini al teacher 
training on cer ficate courses. English Language 
Teacher Educa on and Development. 12 pp.14-23. 

Darling-Hammond, L. and Lieberman, Ann. 2012. 
Teacher educa on around the world: changing 
policies and prac ces. London: Routledge. 

Faez, F. and Karas, M. 2019. Language Proficiency 
Development of Non-Na ve English-Speaking 
Teachers in an MA TESOL Program: A Case Study. TESL-
EJ. 22(4), pp.1-16.  

Farrell, T. S. C. 2021. TESOL Teacher educa on: a 
reflec ve approach. Edinburgh: Edinburgh University 
Press.  

Ferguson, G. and Donno, S., 2003. One-month teacher 
training courses: me for a change? ELT journal. 57(1), 
pp.26-33. 

Fithriani, R. 2018. Discrimina on behind NEST and 
NNEST dichotomy in ELT professionalism. KnE Social 
Sciences. 3(4), pp.741–755. 

Freeman, D. 2009. The scope of second language 
teacher educa on. In: Burns, A. and Richards, J.C. eds. 
The Cambridge guide to second language teacher 
educa on. Cambridge: Cambridge University Press. 
pp.11-19. 

Graves, K. 2009. The curriculum of second language 
teacher educa on. In: Burns, A. and Richards, J.C. eds. 
The Cambridge guide to second language teacher 
educa on. Cambridge: Cambridge University Press. 
pp.115-124. 

Hobbs, V. 2013. A basic starter pack: the TESOL 
cer ficate as a course in survival. ELT journal. 67(2), 
pp.163-174.  

Houghton, S. A. and Rivers, D. J. 2013. Introduc on: 
redefining Na ve-Speakerism. In: Houghton, S. A. and 
Rivers, D. J. eds. Na ve-speakerism in Japan: 
Intergroup dynamics in foreign language educa on. 
Bristol: Mul lingual Ma ers, pp.1-28.  

Howa , A. P. R. 1984. A history of English language 
teaching. Oxford: Oxford University Press. 

Jenvey, J. 2022. “Not Proper Teaching”: The Beliefs 
and Experiences of Novice Na ve Speaker English 
Language Teachers in the UK. In: Khan, R., Bashir, A., 
Basu, B. L. and Uddin, M. E. eds. Local Research and 
Global Perspec ves in English Language Teaching. 
Singapore: Springer, pp.447-460. 

Kanowski, S. 2004. Helter CELTA: do short courses 
equal 'best prac ce' in teacher training? TESOL in 
Context. 13(2), pp.21–27. 

Khani, R. and Mirzaee, A. 2015. How do self-efficacy, 
contextual variables and stressors affect teacher 
burnout in an EFL context? Educa onal Psychology. 
35(1), pp.93-109. 

Lavender, S. 2002. Towards a framework for language 
improvement within short in-service teacher 
development programmes. In: Trappes-Lomaz, H. and 
Ferguson, G. eds. Language in language teacher 
educa on. Amsterdam: John Benjamins, pp.237-250. 

Li lewood, W. 1981. Communica ve language 
teaching: an introduc on. Cambridge: Cambridge 
University Press. 

Liu, D. 1999. Training non-na ve TESOL students: 
challenges for TESOL teacher educa on in the West. 
In: Braine, G. ed. Non-na ve educators in English 
language teaching. Mahwah: Lawrence Erlbaum 
Associates Publishers, pp.197-210. 

Mackenzie, L. 2018. Teacher development or teacher 
training? An explora on of issues reflected on by 



Hillary Place Papers  Issue 8, November 2023 

39 

CELTA candidates. English Teaching & Learning. 42(3), 
pp.247-271. 

McDonald, R. and Kasule, D. 2005. The Monitor 
Hypothesis and English teachers in Botswana: 
problems, varie es and implica ons for language 
teacher educa on. Language, Culture and 
Curriculum. 18(2). pp.188-200. 

Medgyes, P. 2017. The non-na ve teacher. Third 
edi on. Bridgend: Swan Communica on.  

Moussu, L. 2006. Na ve and non-na ve English-
speaking English as a second language teachers: 
student a tudes, teacher self-percep ons, and 
intensive English program administrator beliefs and 
prac ces. Ph.D. Disserta on, Purdue University.  

Moussu, L. and Llurda, E. 2008. Non-na ve English-
speaking English language teachers: history and 
research. Language Teaching. 41(3), pp.315-348. 

Murdoch, G. 1994. Language development provision 
in teacher training curricula. ELT Journal. 48(3). 
pp.253-265. 

Randal M. and Thornton, B. 2001. Advising and 
suppor ng teachers. Cambridge: Cambridge 
University Press.  

Sco , L. 2007. The CELTA Course. ELT Journal. 62(3), 
pp.318-320.  

Selvi, A. F. 2011. The Non-Na ve Speaker Teacher. ELT 
journal. 65(2), pp.187–189. 

Stanley, P. and Murray, N. 2013. ‘Qualified’? A 
framework for comparing ELT teacher prepara on 
courses. Australian Review of Applied Linguis cs. 
36(1), pp.102-115. 

Tang, S. 2020. CELTA teacher training: experienced 
non-na ve English speaker teachers’ percep ons 
concerning its usefulness and implementa on. 
Master of Arts, University of Hawai‘i at Mānoa. 

Tupas, R. 2022. The coloniality of na ve speakerism. 
Asian Englishes. 24(2), pp.147-159. 

 

  



<<
  /ASCII85EncodePages false
  /AllowTransparency false
  /AutoPositionEPSFiles true
  /AutoRotatePages /None
  /Binding /Left
  /CalGrayProfile (Dot Gain 20%)
  /CalRGBProfile (sRGB IEC61966-2.1)
  /CalCMYKProfile (U.S. Web Coated \050SWOP\051 v2)
  /sRGBProfile (sRGB IEC61966-2.1)
  /CannotEmbedFontPolicy /Error
  /CompatibilityLevel 1.4
  /CompressObjects /Tags
  /CompressPages true
  /ConvertImagesToIndexed true
  /PassThroughJPEGImages true
  /CreateJobTicket false
  /DefaultRenderingIntent /Default
  /DetectBlends true
  /DetectCurves 0.0000
  /ColorConversionStrategy /CMYK
  /DoThumbnails false
  /EmbedAllFonts true
  /EmbedOpenType false
  /ParseICCProfilesInComments true
  /EmbedJobOptions true
  /DSCReportingLevel 0
  /EmitDSCWarnings false
  /EndPage -1
  /ImageMemory 1048576
  /LockDistillerParams false
  /MaxSubsetPct 100
  /Optimize true
  /OPM 1
  /ParseDSCComments true
  /ParseDSCCommentsForDocInfo true
  /PreserveCopyPage true
  /PreserveDICMYKValues true
  /PreserveEPSInfo true
  /PreserveFlatness true
  /PreserveHalftoneInfo false
  /PreserveOPIComments true
  /PreserveOverprintSettings true
  /StartPage 1
  /SubsetFonts true
  /TransferFunctionInfo /Apply
  /UCRandBGInfo /Preserve
  /UsePrologue false
  /ColorSettingsFile ()
  /AlwaysEmbed [ true
  ]
  /NeverEmbed [ true
  ]
  /AntiAliasColorImages false
  /CropColorImages true
  /ColorImageMinResolution 300
  /ColorImageMinResolutionPolicy /OK
  /DownsampleColorImages true
  /ColorImageDownsampleType /Bicubic
  /ColorImageResolution 300
  /ColorImageDepth -1
  /ColorImageMinDownsampleDepth 1
  /ColorImageDownsampleThreshold 1.50000
  /EncodeColorImages true
  /ColorImageFilter /DCTEncode
  /AutoFilterColorImages true
  /ColorImageAutoFilterStrategy /JPEG
  /ColorACSImageDict <<
    /QFactor 0.15
    /HSamples [1 1 1 1] /VSamples [1 1 1 1]
  >>
  /ColorImageDict <<
    /QFactor 0.15
    /HSamples [1 1 1 1] /VSamples [1 1 1 1]
  >>
  /JPEG2000ColorACSImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 30
  >>
  /JPEG2000ColorImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 30
  >>
  /AntiAliasGrayImages false
  /CropGrayImages true
  /GrayImageMinResolution 300
  /GrayImageMinResolutionPolicy /OK
  /DownsampleGrayImages true
  /GrayImageDownsampleType /Bicubic
  /GrayImageResolution 300
  /GrayImageDepth -1
  /GrayImageMinDownsampleDepth 2
  /GrayImageDownsampleThreshold 1.50000
  /EncodeGrayImages true
  /GrayImageFilter /DCTEncode
  /AutoFilterGrayImages true
  /GrayImageAutoFilterStrategy /JPEG
  /GrayACSImageDict <<
    /QFactor 0.15
    /HSamples [1 1 1 1] /VSamples [1 1 1 1]
  >>
  /GrayImageDict <<
    /QFactor 0.15
    /HSamples [1 1 1 1] /VSamples [1 1 1 1]
  >>
  /JPEG2000GrayACSImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 30
  >>
  /JPEG2000GrayImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 30
  >>
  /AntiAliasMonoImages false
  /CropMonoImages true
  /MonoImageMinResolution 1200
  /MonoImageMinResolutionPolicy /OK
  /DownsampleMonoImages true
  /MonoImageDownsampleType /Bicubic
  /MonoImageResolution 1200
  /MonoImageDepth -1
  /MonoImageDownsampleThreshold 1.50000
  /EncodeMonoImages true
  /MonoImageFilter /CCITTFaxEncode
  /MonoImageDict <<
    /K -1
  >>
  /AllowPSXObjects false
  /CheckCompliance [
    /None
  ]
  /PDFX1aCheck false
  /PDFX3Check false
  /PDFXCompliantPDFOnly false
  /PDFXNoTrimBoxError true
  /PDFXTrimBoxToMediaBoxOffset [
    0.00000
    0.00000
    0.00000
    0.00000
  ]
  /PDFXSetBleedBoxToMediaBox true
  /PDFXBleedBoxToTrimBoxOffset [
    0.00000
    0.00000
    0.00000
    0.00000
  ]
  /PDFXOutputIntentProfile ()
  /PDFXOutputConditionIdentifier ()
  /PDFXOutputCondition ()
  /PDFXRegistryName ()
  /PDFXTrapped /False

  /CreateJDFFile false
  /Description <<

    /BGR <>
    /CHS <FEFF4f7f75288fd94e9b8bbe5b9a521b5efa7684002000410064006f006200650020005000440046002065876863900275284e8e9ad88d2891cf76845370524d53705237300260a853ef4ee54f7f75280020004100630072006f0062006100740020548c002000410064006f00620065002000520065006100640065007200200035002e003000204ee553ca66f49ad87248672c676562535f00521b5efa768400200050004400460020658768633002>
    /CHT <FEFF4f7f752890194e9b8a2d7f6e5efa7acb7684002000410064006f006200650020005000440046002065874ef69069752865bc9ad854c18cea76845370524d5370523786557406300260a853ef4ee54f7f75280020004100630072006f0062006100740020548c002000410064006f00620065002000520065006100640065007200200035002e003000204ee553ca66f49ad87248672c4f86958b555f5df25efa7acb76840020005000440046002065874ef63002>
    /CZE <>
    /DAN <>
    /DEU <>
    /ESP <>
    /ETI <>
    /FRA <>
    /GRE <>

    /HRV (Za stvaranje Adobe PDF dokumenata najpogodnijih za visokokvalitetni ispis prije tiskanja koristite ove postavke.  Stvoreni PDF dokumenti mogu se otvoriti Acrobat i Adobe Reader 5.0 i kasnijim verzijama.)
    /HUN <>
    /ITA <>
    /JPN <FEFF9ad854c18cea306a30d730ea30d730ec30b951fa529b7528002000410064006f0062006500200050004400460020658766f8306e4f5c6210306b4f7f75283057307e305930023053306e8a2d5b9a30674f5c62103055308c305f0020005000440046002030d530a130a430eb306f3001004100630072006f0062006100740020304a30883073002000410064006f00620065002000520065006100640065007200200035002e003000204ee5964d3067958b304f30533068304c3067304d307e305930023053306e8a2d5b9a306b306f30d530a930f330c8306e57cb30818fbc307f304c5fc59808306730593002>
    /KOR <FEFFc7740020c124c815c7440020c0acc6a9d558c5ec0020ace0d488c9c80020c2dcd5d80020c778c1c4c5d00020ac00c7a50020c801d569d55c002000410064006f0062006500200050004400460020bb38c11cb97c0020c791c131d569b2c8b2e4002e0020c774b807ac8c0020c791c131b41c00200050004400460020bb38c11cb2940020004100630072006f0062006100740020bc0f002000410064006f00620065002000520065006100640065007200200035002e00300020c774c0c1c5d0c11c0020c5f40020c2180020c788c2b5b2c8b2e4002e>
    /LTH <>
    /LVI <>
    /NLD (Gebruik deze instellingen om Adobe PDF-documenten te maken die zijn geoptimaliseerd voor prepress-afdrukken van hoge kwaliteit. De gemaakte PDF-documenten kunnen worden geopend met Acrobat en Adobe Reader 5.0 en hoger.)
    /NOR <>
    /POL <>
    /PTB <>
    /RUM <>
    /RUS <>
    /SKY <>
    /SLV <>
    /SUO <>
    /SVE <>
    /TUR <>
    /UKR <>
    /ENU (Use these settings to create Adobe PDF documents best suited for high-quality prepress printing.  Created PDF documents can be opened with Acrobat and Adobe Reader 5.0 and later.)
  >>
  /Namespace [
    (Adobe)
    (Common)
    (1.0)
  ]
  /OtherNamespaces [
    <<
      /AsReaderSpreads false
      /CropImagesToFrames true
      /ErrorControl /WarnAndContinue
      /FlattenerIgnoreSpreadOverrides false
      /IncludeGuidesGrids false
      /IncludeNonPrinting false
      /IncludeSlug false
      /Namespace [
        (Adobe)
        (InDesign)
        (4.0)
      ]
      /OmitPlacedBitmaps false
      /OmitPlacedEPS false
      /OmitPlacedPDF false
      /SimulateOverprint /Legacy
    >>
    <<
      /AddBleedMarks false
      /AddColorBars false
      /AddCropMarks false
      /AddPageInfo false
      /AddRegMarks false
      /ConvertColors /ConvertToCMYK
      /DestinationProfileName ()
      /DestinationProfileSelector /DocumentCMYK
      /Downsample16BitImages true
      /FlattenerPreset <<
        /PresetSelector /MediumResolution
      >>
      /FormElements false
      /GenerateStructure false
      /IncludeBookmarks false
      /IncludeHyperlinks false
      /IncludeInteractive false
      /IncludeLayers false
      /IncludeProfiles false
      /MultimediaHandling /UseObjectSettings
      /Namespace [
        (Adobe)
        (CreativeSuite)
        (2.0)
      ]
      /PDFXOutputIntentProfileSelector /DocumentCMYK
      /PreserveEditing true
      /UntaggedCMYKHandling /LeaveUntagged
      /UntaggedRGBHandling /UseDocumentProfile
      /UseDocumentBleed false
    >>
  ]
>> setdistillerparams
<<
  /HWResolution [2400 2400]
  /PageSize [612.000 792.000]
>> setpagedevice


