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The purpose of this research study is to find out and compare the use of L1 as a 

teaching strategy by native and non-native instructors in elementary level EFL 

classrooms at a preparatory program of a foundation (non-profit, private) university 

in Istanbul, Turkey. Specifically, the study aims to investigate the perceptions of 

native and non-native teachers of English about the use of L1 as a teaching strategy 

in their classrooms, explore how often and for what different teaching purposes they 

use learners‟ L1, and lastly, find out their reflections about L1 use in their classroom 

practices. The participants of this study were 30 EFL instructors (N=15 native, N=15 

non-native) teaching elementary level learners at a foundation (non-profit, private) 

university in Istanbul, Turkey. The data were collected through a questionnaire 

(N=30), classroom observations (N=8) and think aloud protocols (N=8). The 

findings revealed that both native and non-native instructors had a highly positive 

attitude towards the use of L1 as a teaching strategy and they believed that it has a 

supportive role both for learning and teaching effectively in elementary level 

monolingual classes. 

 

Keywords: L1 Use, Teaching Strategy, Native Instructors, Non-native Instructors, 

Monolingual Classrooms, English as a Foreign Language (EFL). 
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ÖZ 

 

 

ANADĠLĠN BĠR ÖĞRETĠM STRATEJĠSĠ OLARAK ANADĠLĠ 

ĠNGĠLĠZCE OLAN VE ANADĠLĠ ĠNGĠLĠZCE OLMAYAN ĠNGĠLĠZCE 

ÖĞRETĠM ÜYELERĠ TARAFINDAN TÜRKĠYEDEKĠ BĠR HAZIRLIK 

PROGRAMINDA KULLANIMI 
 
 

 

Balabakgil, Burçin 

Yüksek Lisans Tezi, Ġngiliz Dili Eğitimi Yüksek Lisans Programı 

Tez Yöneticisi: Yrd. Doç. Dr. Enisa Mede 
 

 

 

Haziran 2016, 78 sayfa 

 

 

Bu çalıĢmanın amacı, anadilin bir öğretim tekniği olarak Ġstanbul, Türkiye‟deki bir 

vakıf üniversitesinin (kar amacı gütmeyen, özel) hazırlık programında baĢlangıç 

seviyesindeki sınıflarda anadili Ġngilizce olan ve anadili Ġngilizce olmayan öğretim 

üyeleri tarafından kullanımını karĢılaĢtırmaktır. Spesifik olarak bu çalıĢma, anadili 

Ġngilizce olan ve anadili Ġngilizce olmayan Ġngilizce öğretim üyelerinin bir öğretim 

stretejisi olarak anadil kullanımı hakkındaki algılarını, anadili Ġngilizce derslerinde 

ne sıklıkta ve hangi farklı öğretim amaçlarıyla kullandıklarını ve son olarak anadilin 

Ġngilizce derslerindeki kullanımı hakkındaki düĢüncelerini araĢtırmaktır. Bu 

çalıĢmaya, Ġstanbul‟da bir vakıf üniversitesinde (kar amacı gütmeyen, özel) çalıĢan, 

baĢlangıç seviyesindeki öğrencilere yabancı dil olarak Ġngilizce öğreten 30 (15‟i 

anadili Ġngilizce olan, 15‟i anadili Ġngilizce olmayan) öğretim üyesi katılmıĢtır. 

Veriler, 30 kiĢiye uygulanan anketler, 8 kiĢiyle yürütülen ders gözlemleri ve 8 kiĢiyle 

yürütülen sesli düĢünme tekniği ile toplanmıĢtır. Bulgular, anadili Ġngilizce olan ve 

anadili Ġngilizce olmayan öğretim üyelerinin, Ġngilizce dil öğretim sınıflarında anadil 

kullanımı ile ilgili oldukça olumlu tutumlarının olduğunu, anadilin hem etkili 

öğrenmede hem etkili öğretmede özellikle de baĢlangıç seviyesindeki tekdilli 

sınıflarda, destekleyici bir rolü olduğunu göstermiĢtir. 

 

Anahtar kelimeler: Anadil Kullanımı, Öğretim Stratejisi, Anadili Ġngilizce Olan 

Öğretim Üyeleri, Anadili Ġngilizce Olmayan Öğretim Üyeleri, Tek Dilli Sınıflar, 

Yabancı Dil Olarak Ġngilizce. 
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Chapter 1 

Introduction 

 

This chapter presents an overview of this research study on the use of L1 

(Turkish) in L2 (English) classrooms both by native and non-native instructors in 

language preparatory programs. The chapter emphasizes functions of L1 use as a 

teaching strategy as well as what rationale lies behind the use of these functions. 

Later, the chapter discusses some anticipated reasons why native and non-native 

teachers make use of L1 in L2 classrooms. The chapter proceeds with the purpose of 

the study, research questions and significance of the study. Finally, the key terms that 

are used in this study are briefly explained.  

 

1.1 The Importance of Language Teaching and Learning 

 

Language learning and communication is a universal experience for people in 

all cultures. Children in all parts of the world develop their communication skills 

through acquiring language in the context of their own culture. Thus, they take the 

first steps to understanding the world around them and start interpreting it with their 

mother tongue. With rapidly globalizing world, however, people started to interpret 

the world around them not only through their mother tongue but also the universal 

language of the world; English.  

Crystal (2000) estimates that there are 1.5 billion speakers of English around 

the globe, which means that one in four of the world‟s population communicates in 

this common language. In other words, one‟s proficiency in mother tongue is no 

longer adequate for him/her to communicate in the world s/he is in unless s/he speaks 

English because it has become the global language of communication in all areas of 

social life; business, economy, diplomacy, media, academy etc. With this growing 

need and demand to learn the language of the world, English has also become a 

necessity for effective communication in higher education worldwide; and is the 

primary language of instruction, which makes it a requirement for many college and 

university students. However, for students who have not been exposed to English 

previously, this is a great challenge. They need to equip themselves with the 
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necessary language skills and strategies in one year to be proficient enough to follow 

their undergraduate studies. Preparatory programs of universities, which promise to 

make students confident and fluent language users within a year so that they can 

successfully start their departmental studies, usually meet this need of learners. In 

order to offer the best opportunities for learners, preparatory programs try to hire 

qualified instructors in their fields, and implement the latest and most effective 

approaches in language teaching.  

Based on the researcher‟s experience and observations, most preparatory 

programs in Turkey value the variety of instructors they employ and thus they hire 

both native speaker instructors and non-native speaker instructors. Specifically, 

native instructors are mainly preferable due to their more comfortable and natural 

way of using the language. What‟s more, their repertoire of vocabulary and 

expressions are usually much richer compared to non-natives, which provides 

learners a more authentic learning experience. Non-native English instructors, on the 

other hand, can help and guide learners better in their language learning adventure as 

once they were conscious language learners and thus they are well aware of the 

possible problems the learners might experience when learning a new language. In 

addition to that, non-native English instructors have another important advantage 

over native English instructors; speaking learners‟ L1. Although some non-native 

instructors prefer not to use L1 at all, great many of them benefit from learners‟ 

mother tongue in teaching. 

Many native English instructors, who have spent considerable time in the 

country they work, improve their proficiency well enough to use the official 

language of that country. Interestingly, some of these instructors turn this into their 

advantage and benefit from it in their teaching practice. Specifically, they state that 

L1 is an essential part of the language learner identity and they consider the 

„informed use‟ of it by the teacher as a great lifesaver. Some of them even indicate 

that they use learners‟ L1 as a fun element in the classroom because hearing a 

foreigner using their own mother tongue astonishes most of the learners.  

Non-native instructors, on the other hand, generally make use of their own 

mother tongue more for making explanations and clarifications to highlight 

important language points. They argue that L1 helps them compare the systems of 

two languages and they usually benefit from metalanguage in L1 while doing so. 
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This, alone, shows that native and non-native teachers use learners‟ L1 as a teaching 

strategy for completely distinct purposes.  

Throughout my career as an English instructor, I have also overheard from 

my students that many native instructors speak learners‟ L1 in their classrooms. 

Students mostly remark that some native instructors who are fluent in learners‟ L1 

sometimes use this language in the classroom even more than their non-native 

instructors do. According to face-to-face discussions with the NS, it can be implied 

that native instructors who are not that fluent in learners‟ L1 still have the inclination 

to utter some Turkish words from time to time or try to practice the language with 

their students whenever possible. In other words, some of them see their students as 

an opportunity to learn and practice learners‟ L1.  

The reasons above aroused my interest to investigate the perceptions of both 

native and non-native instructors about the use of L1 as a teaching strategy in their 

classrooms. Another thing I would like to explore by doing this research is to find 

out how frequently and for what purposes these two groups of instructors make use 

of L1 in their classrooms. Finally, I would like to examine the reflections of both 

groups of instructors towards the use of L1 in their classrooms in order to have a 

better idea about the reasons behind their L1 use in their teaching practices.  

 

1.2 Theoretical Framework 

 

Each research has its own motives, yet, the ultimate goal of every research is 

usually to find a solution to practical problems or pose a different approach/point of 

view to existing problems. According to Carroll (1968), any well-designed scientific 

inquiry contains a series of explicit problems, defined variables and stated 

procedures that will eventually lead to a better understanding of the phenomena in 

question.   

The problem, which gave cause for this inquiry, is the fact that the use of L1 

as a teaching strategy in EFL classroom is still a controversial debate among EFL 

instructors and institutions. Mattioli (2004) believes that majority of language 

teachers tend to have assumptions about mother tongue use, depending on the way in 

which they were taught. According to Nazary (2008) many language teachers 

strongly believe that even a single word from the mother tongue should not be used 

in the EFL classroom and these teachers are the advocates of the „Monolingual 
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Approach‟. Monolingual approach defends the idea that L2 should be the sole 

language of instruction to maximize exposure and learning of the target language and 

therefore the approach claims that the ideal teacher should be a native teacher (Miles, 

2004). However, the monolingual approach has many criticisms. Miles (2004) 

supports the use of L1 and regards the monolingual approach as „impractical‟ 

because he believes that exposure to target language is not sufficient for learning and 

NS teachers are not necessarily the best teachers for language instruction. According 

to Cook (2001), L1 always exists in learners‟ minds, and therefore, it would be 

artificial and even ineffective to avoid its use. Furthermore, as Macaro (2009) 

suggests restriction of mother tongue from the communicative EFL classroom could 

eventually provide fewer cognitive and metacognitive opportunities to learners.  

In addition, there is a large population of instructors who stoutly defend the 

need of L1 under certain circumstances as it can enhance learning. The main 

argument for its defense is the facilitative role of L1 in teaching. As Harbord (1992) 

points out, majority of English language teachers worldwide are not native and the 

total banning of the learners‟ mother tongue in the classroom is usually a doubted 

issue. “This is also true of many native teachers who see the students‟ L1 as 

facilitative to the learning process” (Wharton, 2007, p. 4).  

Following these discussions, Nation (2003) introduces an approach called 

„Balanced Approach‟. According to this approach, there is a need for L1 as it can 

function as a beneficial classroom tool to more effective performance in the TL. 

Besides, the approach defends that learners‟ L1 is more tolerable with lower levels 

considering their limited target language (TL) proficiency. Still, maximizing TL use 

in the classroom is a priority in balanced approach. 

Furthermore, reasons for using mother tongue can be labeled using Rod 

Ellis‟s (1988) distinction between two types of classroom interaction: „medium-

oriented goals,‟ where the focus is on the teaching of the target language itself, and 

„framework goals,‟ which are related to the organization and execution of classroom 

events. As a medium-oriented goal, L1 is used to explain the meaning of new lexical 

items or to teach the grammar of the TL. As a framework goal, L1 can be used for 

purposes such as classroom management, assigning homework or planning exams.  

Based on these overviews, this study highlights the use of L1, Turkish in L2, 

English classes both by native and non-native EFL instructors in preparatory 
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programs emphasizing the opportunities and benefits it could bring to the language 

learning environment both on behalf of the language learners and instructors. 

 

1.3 Statement of the Problem  

 

 In a monolingual EFL classroom, where all the learners speak the same 

language, the use of L1 is inevitable particularly among learners. As the EFL 

instructors mostly share the same language as the learners, they are also inclined to 

use the L1 for various purposes. Additionally, there are many native EFL instructors 

who can also speak learners‟ L1 and many of these instructors admit that they 

sometimes benefit from learners‟ L1 to teach L2. Therefore, it is obvious that both 

native and non-native EFL instructors somehow agree that learners‟ L1 is a 

significant facilitator, or even a necessity in some cases, to teach a second/foreign 

language.  

In other words, majority of instructors today, whether it be native or non-

native speakers of English, no longer support the monolingual approach, which 

advocates the view that L1 should be avoided at all costs. On the opposite, they have 

adopted and successfully implemented learner‟s first language in their teaching and 

broken down the „English-only‟ taboo long ago. This means that language instructors 

and scholars should come to terms with the fact that use of L1 in L2 classrooms 

might be an invaluable source during the language learning and teaching process. 

 

1.4 Purpose of the Study 

 

Using first language/mother tongue in different grade classrooms is one of 

the most essential strategies to teach a second and/or foreign language. However, 

teachers differ in the ways they make use of this strategy; i.e. they use L1 in different 

incidences, situations or for different purposes. The purpose of this study, therefore, 

is to investigate the perceptions of native and non-native instructors about the use of 

L1 (Turkish) as a teaching strategy in L2 (English) classrooms, explore how often 

and for what purposes they use the first language in their classes and finally, reveal 

their reflections towards the use of L1 in their classrooms. 
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1.5 Research Questions 

 

In the light of the above discussion, this study aims to find the answers to 

these research questions: 

1. What are the perceptions of the native and non-native instructors about the 

use of L1, Turkish as a teaching strategy in L2, elementary level English 

classrooms of a language preparatory program?  

2. How often and for what purposes do native and non-native instructors use L1 

in their classrooms?  

3. Are there any differences between the use of L1 by native and non-native 

instructors? If yes, for what purposes do they adopt the use of L1 as a 

teaching strategy in their class practices? 

4. What are the reflections of native and non-native instructors towards the use 

of L1 in their classroom practices?  

 

1.6 Significance of the Study 

 

Teachers are the core component of foreign language teaching. They are the 

ones who implement teaching methods, techniques or strategies in the light of the 

approaches/beliefs they adopt. Teaching experience and learner profile are among 

other main factors that might have an impact on teachers‟ decision making about the 

methods, techniques or strategies they use in the classroom. Therefore, it is essential 

to understand the factors that change classroom dynamics and lead teachers to their 

decision-making while teaching a foreign language. 

As English maintains its status as the lingua-franca of the 21
st
 century, it 

becomes more and more important to be fluent in this language. In the countries 

where English is not a second language, but a foreign language, most children/people 

are able to start learning it not until they start school. This means that, most English 

language learners in these countries already due their critical period by the time they 

start learning a foreign language. In this case, „learning‟ is a better word than 

„acquisition‟ as we talk about language learning experience of these learners.  

Since they are no longer able to acquire the foreign language, learners will 

inevitably bring their mother tongue to class and their L1 will always be in their 

minds. Acknowledging this fact, many language-learning authorities and EFL 
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instructors admit that it is unrealistic to deny the necessity of learners‟ L1 to teach 

the target language. On the opposite, most instructors agree that the „informed use‟ 

of L1 can be a great facilitator for learners to comprehend the target language.  

In most Turkish universities, language preparatory programs tend to limit or 

ban instructors to use learners‟ L1 due to the fact that it limits the exposure to the 

target language. In some institutions, the instructors may even be warned about their 

use of L1 in the classroom. Considering the fact that most preparatory students have 

limited exposure to English before they started their university education, it may not 

be realistic to expect that learners can handle English-only attitude due to the 

dominance of their mother tongue. Therefore, the institutions and instructors should 

take into consideration this „mother tongue effect‟ and try to implement L1 into their 

teaching as a facilitating element that aids with the learners‟ development of their L2.  

Based on these overviews, what this study aims to show is that L1 as a 

teaching strategy should neither be feared nor avoided to teach the target language; 

and the institutions should not ban their teachers from using this strategy. 

Additionally, this study suggests that these institutions should change their dogmatic 

attitudes about prioritizing the recruitment of native teachers, as even native teachers 

may sometimes prefer to use learners‟ L1 as well as non-native instructors. Instead, 

the institutions should adopt a more encouraging attitude about the use of L1 in L2 

classrooms as a teaching strategy by native and non-native instructors. 

 

1.7 Basic Assumptions 

 

It is assumed that the participants in this study gave candid answers to the 

questionnaire and think aloud protocol questions. The researcher also assumes that 

the participants were observed during their routine teaching practices; with no 

intentional use of Turkish. Finally, the data collection instruments in this study are 

thought to be reliable, consistent and appropriate for the purposes of this study. 

 

1.8 Operational Definitions of Terms 

 

EFL: English as a Foreign Language (Mayo, 2003).  

ELT: English Language Teaching. (Harmer, 2007) 
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L1: First language (Cook, 2001). In this study, L1 refers to learners‟ mother 

tongue; Turkish. 

L2: Second language (Winke, 2007). In this study, L2 refers to English. 

NS: Native speaker (Davies, 2000). In this study, NS refers to the instructors 

who were raised speaking English as their main language. 

NNS: Non-native speaker (Varonis & Gass, 1985). In this study, NNS refers 

to instructors who were raised speaking Turkish as their main language. 

TL: Target Language (Smith, 1981). In this study, TL refers to English 

language.  
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Chapter 2 

Literature Review 

 

2.1 Introduction  

 

This chapter presents theoretical background about first language/mother 

tongue use in second/foreign language classrooms. It starts with an overview of the 

perceptions of theorists and researchers about L1 use in L2 classrooms and the 

changing attitudes to it in the history of ELT. The chapter continues with critical 

period hypothesis and language learning, functions of L1 as medium of instruction, 

advantages and disadvantages of using L1, as well as perceptions of instructors and 

learners about L1 use to teach and learn English. Finally, the chapter concludes with 

the previous studies related to mother tongue use in EFL classrooms. 

 

2.2 Perceptions about L1 Use in L2/EFL Classrooms 

 

For many instructors of English language, the notion of L1 use in language 

teaching and learning is regarded in the same equation with making use of the 

outdated grammar-translation methods, which made it a „taboo‟ over the last century 

(Cook, 2001). According to Sharma (2006) L1 use has been a neglected topic in 

language teaching and it has been portrayed as a hindrance rather than help. 

Therefore, many biased L2 and/or EFL practitioners still totally ignore the L1 in their 

teaching practice, assuming that any link between the L1 and the TL would cause 

confusion for the learners.  

Another concern of language teachers is that their use of the L1 will 

inevitably result in student use of the L1 and thus they avoid it as much as possible. 

For this reason, L1 use was either banned or minimized in most EFL classrooms. The 

main misconception of language teachers regarding this issue is that more target 

language exposure leads to learning of it inevitably. Dujmovic, (2007) however, 

points out that excluding the learners‟ mother tongue for the sake of maximizing 

their exposure to target language is not necessarily beneficial because depriving 

students of L1 means not allowing any room for their self-expression. It is a natural 



 10 

phenomenon for a language learner to equate what he is learning with his L1; and 

thus ignoring this need would only lead to negative consequences which may even 

interfere with their learning. 

Recently, increasing number of instructors and researchers are questioning 

whether limited mother tongue use interferes with foreign language learning. 

Butzkamm (2003) states that there has been a shift from a judicious use of the 

mother tongue to improve the learning and teaching of the target language to an 

interest in how mother tongue could be used to maximize learning in target language.  

Harbord (1992) argues that most language teachers have tried to create monolingual 

classrooms but have found they have failed to get the meaning across, which led to 

student confusion and indignation. He also supports the fact that translation is a 

natural phenomenon and an inevitable step of second language acquisition. Similarly, 

Macaro (2005) claims that most scholars now admit that even the most advanced 

language learners inevitably resort to their own mother tongue to process language 

and they believe that there is recognizable value in L1 to enhance learning at certain 

times. Most teachers now admit that they use L1 in English classrooms for a number 

of reasons such as clarifying meaning of difficult words, explaining complex 

grammar rules, discussing cross-cultural issues or establishing close relationship with 

their students. Apart from that, most teachers agree that their students learn English 

more effectively; they feel easy and comfortable through the use of L1.  

Furthermore, as Atkinson (1993) points out, most language learners of 

English are found in monolingual classes, and thus a great majority of English 

teachers in the world teach monolingual classes. First, the learners all share a 

common culture and a common language other than English and these classes are in 

countries where English is not the official or main language. The teachers also share 

the same language and culture as the learners. This may bring both problems and 

benefits to the classroom. Teachers of monolingual classes need to encourage 

learners to take every opportunity to study and practice English and they also need to 

put great effort to expose learners to English as much as possible. However, this does 

not mean that teachers should adopt an English-only approach. Instead, as Grant 

(1993) states, teachers should get the maximum benefit from L1 as a teaching tool 

because they are the ones who know how L1 can be incorporated as a teaching 

strategy in L2 classrooms effectively.  
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On the other hand, some scholars oppose the total restriction of L1 claiming 

that it is pointless to insist on „English-only‟ attitude in the monolingual setting 

pretending learners‟ mother tongue does not exist. Some scholars oppose the total 

restriction of L1: 

 

Although the practical issue of diverse L1s requires the consistent use of the 

L2 in multilingual classes, this restriction should not apply to these classes 

where the students share a common L1. L2 users have the L1 permanently 

present in their minds. Every activity the students carry out visibly in the L2 

also involves the invisible L1. The apparent L2 nature of the classroom 

covers up the presence of the L1 in the minds of the students. (Cook, 1999, p. 

202) 

 

Another theory that advocates the use of L1 to teach TL is the „Schema 

Theory‟ suggesting that cognitive knowledge is grouped into interrelated patterns 

(Nunan, 1999). According to Nunan, they are based on one‟s previous experiences 

regarding a given aspect of the observational world (i.e. their mother tongue) as well 

as allowing them to hypothesize about future experiences. Schema theorists suggest 

that we comprehend something only when we can relate it to something that we 

already know. Accordingly, “the process of interpretation is guided by the principle 

that every input is mapped against existing schema” (Carrell, 1983, p. 82). According 

to Lightbown and Spada (2013), many instructors and researchers do not doubt that 

learners use knowledge of the L1 to analyze the target language as it may help with 

the use of new material accessible to the learners‟ existing structure of knowledge, 

particularly at lower levels. 

Furthermore, „Cognitive Processing Theory‟ (Ellis, 2005) argues that the L1 

and L2 are kept in connected conceptual stores and lexical items of the two 

languages are activated when a language learner attempts to process the TL. The 

reason behind this processing might be due to the fact that the language learner has 

already constructed a system of language to comprehend the target language based 

on his mother tongue principles. This concept is also explained as „Interlanguage 

Theory‟, which tries to explain the internal system a language learner has developed 

and the series of interrelated systems characteristic of the learner‟s improvement 

over time (Ellis, 1994). The theory also interprets how the brain functions and makes 
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connections between L1 and L2 along with how L1 can influence linguistic and 

cognitive interpretations in L2 (p. 350). 

 

2.3 Critical Period Hypothesis and Language Learning  

 

Age has always been considered as a significant factor in language learning. 

Many different studies on second/foreign language acquisition/learning have proved 

that children are far better language learners than adults as their learning process 

works much faster, which means that the ability to learn a language weakens after a 

certain age (Ellis, 1997; Larsen-Freeman, 2008; Mayberry & Lock, 2003).  

The „Critical Period Hypothesis‟ (CPH) as suggested by Lenneberg (1967) 

proposes that language acquisition occurs during a critical period that ends at about 

the age of puberty with the cerebral lateralization of function. In other words, any 

language acquired after the age of puberty will not be identical to one‟s mother 

tongue acquisition in terms of quality; i.e. it will be slower and less successful 

compared to first language acquisition.   

According to CPH, the ability to acquire a language is directly linked to 

biological factors. If one does not receive adequate language input during this critical 

period, s/he will never be able to achieve full command and fluency in the target 

language. This suggests that adults learning a second/foreign language are unlikely to 

attain a native-like proficiency since they are past the age of acquisition. Thus, as 

stated by Singleton (1995), any attempt to learn languages made after the critical 

period results in the increased use of declarative memory, which is a completely 

different process from L1 learning. 

The CPH draws parallelism with Krashen‟s „Acquisition-Learning 

Hypothesis‟ in a significant way. According to Krashen (1982), there are two ways 

to improve language ability; acquisition and learning. Acquisition is the 

subconscious recognition of knowledge where input is stored in the brain through 

active communication. This is the process used for developing mother tongue. 

Learning, however, is the conscious acceptance of language knowledge through 

focus on grammatical features and formal language instruction. In the light of these 

two theories about language acquisition, various researchers in the field (Ellis, 2005; 

DeKeyser & Larson-Hall, 2005) supported the fact that children learn languages in 

an implicit way whereas adults use explicit strategies to learn a second language.  
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Moreover, some linguists claim that, adults can successfully learn a foreign 

language only if they have high verbal ability, yet children can learn languages 

regardless of ability (DeKeyser, 2000; Harley & Hart, 1997). The fundamental 

difference between adults and children is that adults tend to pay extra attention to 

linguistic features and notice grammatical structures; however children are said to 

“never notice structure” (DeKeyser, 2000). In other words, when individuals acquire 

knowledge passively and when no conscious analytic methods are used, the learning 

process is considered implicit. However, the process of learning is considered 

explicit when individuals deliberately make use of learning strategies such as 

generating or testing hypotheses to acquire knowledge (Berry and Dienes, 1993).  

To wrap up, it can be possible to say that unlike children, explicit language 

instruction is more of a necessity for young learners and adults than children, and 

since using L1 is one of the techniques for explicit instruction the adults are more 

likely to need it as a teaching strategy. 

 

2.4 Use of L1 in L2/EFL Classrooms 

 

           First language (mother tongue) of a learner usually plays a key role in 

monolingual L2/EFL classrooms where the teachers share the same language with 

the students. Although a much debated issue, many language instructors and 

language learners find the use of mother tongue in the classroom fruitful for various 

reasons (Skinner, 1985; Auerbach, 1993; Eldridge, 1996; Schweers, 1999). Skinner 

(1985), for example, argues that L1 use can facilitate connections between the target 

language, previous knowledge and concepts already developed in the first language. 

Schweers (1999) also encourages instructors to implement the L1 into lessons to 

change the classroom routine, provide a sense of security and validate the learners‟ 

experiences. 

Besides, some theorists argue that L1 has a more significant role for weak 

learners or learners with low-level TL proficiency. To exemplify, Brooks and Donato 

(1994) point out that, especially beginner learners often benefit from using the L1 to 

negotiate the meaning. They also suggest that appropriate use of L1 in L2/EFL 

teaching is a normal process that facilitates the TL production and it allows learners 

to feel more comfortable in initiating interaction with one another. Similarly, Arnett 

(2001) argues that L1 helps learners, especially those who have learning disabilities, 



 14 

to comprehend and process the TL since it provides with many cognitive benefits in 

contexts where tasks are heavy and learners‟ target language skills are limited.  

According to Willis (1996) banning the use of mother tongue totally is not 

advisable as learners can depend on their mother tongue on occasions to support and 

facilitate their communication provided that they do not totally rely on it. A study 

conducted in Turkish secondary schools (Eldridge, 1996) revealed that when the use 

of L1 was completely banned in interactive tasks such as group work/talk, the 

interaction tended to be rather limited, short and superficial and the weaker learners 

rejected to communicate after a while.  

In another study by Schweers (1999, p. 9), the teachers were asked why they 

used learners‟ L1 and why they thought it was more important than using English. 

The most remarkable responses of teachers were: 

 Sometimes it is more important for learners to understand a concept than it to 

be explained in English only. 

 In writing courses, mother tongue helps learners write better reports. The use 

of mother tongue ensures that the learners achieve the main objective of the 

course, which is the production of higher quality written work in English. 

 The use of L1 helps teachers to establish rapport with learners and serve as a 

model person who speaks both languages and uses either one when 

necessary. 

 Learners can identify better with a teacher who speaks to them in their mother 

tongue, which also shows that the teacher values and respects their native 

language. 

In line with the previous literature studies, the existence of the learners‟ first 

language in the classroom serves for various reasons both for learners and the 

teachers. Therefore, it can be assumed that L1 can be implemented as a teaching 

strategy by both native and non-native instructors in L2/EFL classrooms to foster 

language learning and teaching process.  

 

2.5 Functions of L1 in TL Learning 

 

Language instructors resort to learners‟ L1 for various reasons such as 

establishing social relationships, communicating complex meanings to ensure 
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comprehension or saving time and classroom management (Littlewood & Yu, 2011). 

Inbar-Lourie (2010) lists other functions of L1 in L2/EFL classroom as explaining 

and analyzing grammar, cross-cultural discussions, explaining errors, providing 

feedback, checking comprehension and reducing anxiety of learners.  

Wharton (2007) divides the ways learners‟ L1 is represented in the language 

classroom into three broad categories. The first category he defines is providing L1 

equivalents of English words and expressions. As for the second category, he focuses 

on using L1 to focus on language in use; and finally the third category he focuses on 

is using L1 for classroom interaction.  

The first category; providing L1 equivalents of words and expressions, is 

considered to be a very common strategy used by EFL teachers because of its time 

efficiency. According to Atkinson (1987), this strategy is usually preferred for 

techniques such as “eliciting language”, “checking comprehension”, “memorizing 

new vocabulary” or “discourse teaching”. Instead of dealing with time-consuming 

„inductive‟ teaching techniques, many teachers resort to translation, as it is more 

direct and timesaving although it is not necessarily better. Despite the fact that using 

L1 equivalents or meanings alongside L2 words is still a controversial issue among 

EFL instructors, Seibert (1945) found that providing paired lists with L1 equivalents 

was a superior approach for vocabulary memorization. A qualitative research by Liu 

(2008) also revealed that the proper application of L1 facilitated the memorization of 

new words by adult learners. He suggested that adult language learners already have 

a well-developed system of concepts and lexis. Therefore, when they acquire new 

target language vocabulary, they inevitably depend on corresponding concepts in 

their L1 by translating, which means that L1 plays an active role in their L2 learning 

process. In another study about providing L1 equivalents, Masrai and Milton (2015) 

suggest that contrary to what is generally assumed, giving a word‟s translation is 

more effective for its retention than exposing learners to it frequently. In brief, the 

use of L1 in L2 classrooms is considered as an important strategy during the 

learners‟ language learning process and it can finally be concluded that there is no 

reason why L1 should not be considered as an effective tool for learners‟ 

understanding of TL word meaning. 

Using L1 to focus on language is another common strategy Wharton (2007) 

remarks. Studies comparing the efficiency of various language learning methods 

generally come up with the result that providing L1 translation is considerably a 
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more effective way of offering clearer, shorter and more direct explanations 

compared to other methods (Lado, Baldwin and Lobo 1967; Mishima 1967; Laufer 

and Shmueli 1997). This is a deductive approach to teaching grammar that many 

low-level learners want and many non-native speaker teachers provide in language 

classroom. This technique, which is peculiar to the grammar translation method, goes 

far beyond providing the equivalent of a word or the word-for-word translation of an 

expression. Instead, specific points about grammar usages are explained and 

exemplified in detail. Although EFL teachers underrate this technique because it 

ignores the context-meaning relationship, it can be a very useful way to raise learner 

consciousness. According to Atkinson (1987, p. 244) using L1 for translation and 

“presentation and reinforcement of language” help early level learners focus on 

accuracy and notice the key structural differences between two languages. This can 

also help learners become more aware of how their mother tongue might hinder or 

facilitate their L2 learning. By considering these reasons, it might be deduced that 

using L1 translations and explanations would not only be helpful for low-level 

learners, but also for higher-level learners who have to deal with the meaning and 

use of complex structures thoroughly. By using L1 for this purpose, the teacher can 

clarify the complex grammar points and linguistic features more rapidly and allow 

more L2 practice to take place in the classroom. 

The final category emphasized by Wharton (2007) is using L1 for classroom 

interaction. According to him, there are many ways the teachers or the students can 

make use of L1 as an interaction tool in the classroom. Atkinson (1987, p. 243) 

suggests that “at very low levels” communicative tasks can be very difficult for 

teachers to set up, and so using the students‟ L1 to give the instructions can save a lot 

of time, especially if the task is worth doing. He also recommends using students‟ L1 

to discuss classroom methodology particularly at lower levels, because students have 

a right to know what they are doing in the classroom and why they are doing it. 

Therefore, the teacher can use L1 either to present a new type of task or explain why 

a particular task done in the classroom is useful for their language development. 

According to Atkinson (1987), classroom interaction does not always mean the 

interaction between the teachers and students; it can also be the interaction among 

students when they communicate with one another to compare their answers, to 

explain grammatical structures, to comment, to give feedback or to evaluate each 

other‟s performance in the classroom. Lameta-Tufuga (1994) investigated the effects 
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of allowing students some time to discuss the task in their L1 before they carried it 

out in the target language. That is, they were given the opportunity to comprehend 

the content of the task through the use of their L1 before they started doing it. His 

findings showed that the learners were all actively engaged in the task and they came 

up with various ideas as they took advantage of their mother tongue for enhancing 

communication in TL. Besides, their pre-task L1 discussions included a lot of TL 

vocabulary that would be used later in the task. This supports the idea that L1 has a 

useful role in helping learners gain the knowledge they need to reach a higher level 

of TL performance. 

Allowing mother tongue interaction among learners is also a good way of 

assisting weak students who are experiencing difficulty in understanding. By pairing 

or grouping weaker learners with the stronger ones, the teacher can provide an 

atmosphere in which the students can help each other to explain how to use a specific 

grammar structure. “The advantages of such activities are so great that at lower 

levels it will be more beneficial to allow students to do this thoroughly in L1 than to 

do it tokenistically in L2 or not at all” (Harbord 1992, p. 354). 

As indicated in the aforementioned studies, L1 is considered to be an 

important strategy in L2/EFL classroom because of its supportive role in language 

learning process. The following sections focus on those supportive functions in 

detail. 

 

            2.5.1 Explaining aspects of foreign language grammar. Grammar can be 

intellectually challenging for many language learners and thus it might not be 

realistic to assume that all learners will acquire the TL simply by practicing and 

being exposed to it. What‟s more, some learners are more analytical than others and 

they want to comprehend how the language works before they start using it and these 

learners usually demand L1 explanations. When the teacher doesn‟t use their mother 

tongue, the learners do so in their minds. However, this might lead learners to arrive 

at wrong conclusions because L1 interference errors are highly likely to occur at this 

point. Therefore, it is argued whether teacher intervention by L1 explanations is a 

better option to prevent these errors. 

Furthermore, many teachers and students find it useful when complex 

grammar points are explained and clarified in L1. They believe that by doing so, 

grammar cannot only be more clearly explained and understood but also learners‟ 
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consciousness can be raised on the conceptual, sociolinguistic and structural 

differences between the L1 and L2/EFL.  

 

            2.5.2 Translating vocabulary or sentences. For many language teachers, 

translation is a process of transferring meanings from one language to another and it 

is accepted as an activity that particularly advanced learners should make use of. 

However, many language teachers use translation not only as a means of 

communication but also as a way of helping language learners to comprehend and 

use the target language more accurately.  

 In language classroom, translation can be used to clarify meaning, to check 

the comprehension of a written or a spoken text, to interpret and clarify new 

vocabulary items (Erton, 2009). Translation also provides opportunities for error 

correction; both to see the errors in the target language and in the native language of 

the learners. In this respect, the teachers can give importance to the teaching of the 

problem areas in the learners‟ L1.  

Calderaro (1998) also supports the idea that translation helps us learn a great 

number of expressions, being able to identify style markers and to get to know more 

about the language structure to improve learners‟ performance. 

According to Kavaliauskiene (2009), translation should be regarded as a 

language skill just like four basic skills because learners always practice this skill at 

all levels by translating from L2 to L1 or vice versa. Ross (2000) also highlights the 

importance of translation as a skill, especially from intermediate to advanced levels, 

as it promotes communication and understanding among strangers. 

Erton (2009) suggests that the essence of translation depends on the basic 

principles of contrastive linguistics since one consciously or unconsciously transfers 

data from the TL into L1 during translation. Although there is a lot of criticism 

against the use of translation, the research does not support these criticisms. On the 

opposite, the direct learning of TL by using translation is more effective for learning. 

The real benefit of translation in English classes lies in exploiting it to compare 

grammar, vocabulary, word order and other language points in English and the 

students‟ mother tongue. Mahmoud (2006) also defends the use of translation for 

acquisition because it is interactive, learner-centered and it promotes learner 

autonomy.  



 19 

In brief, since translation serves for many interactive purposes, it can be 

considered as a fundamental tenet of a communicative classroom where learners 

maximize their practice in L2/EFL. 

 

            2.5.3 Giving instructions. Although many scholars and researchers see the 

language classroom as an opportunity to practice real-life communication, Sinclair 

and Coulthard (1975) state that classroom communication is a distinct genre which 

does not resemble real-life communication as it is characterized by initiation, 

response and feedback interaction sequence. Some tasks or activities in the 

classroom require complex explanations, which are difficult for students to 

understand. In such circumstances, the students may demand for the repetition of 

teacher‟s instruction more than once, which can waste their time. Another scenario is 

that the students might think they understand the instructions well although they have 

not, which might cause problems with the progression of the task. If that happens, 

the teacher can decide to stop the learners and use L1 to find out what the problem is 

because it is very important to clarify things as quickly as possible in order to keep 

the activity going. Thus, the instructors should adopt a more practical and timesaving 

approach with the use of L1 rather than insisting on labored repetitions of 

instructions. 

To wrap up, in order to spend more time on the task itself, the instructors may 

make their instructions quick and concise by using L1. Otherwise, for the sake of 

speaking English, valuable time for practice could be wasted.  

 

            2.5.4 Checking understanding of concepts, talk, text or instructions. 

Watching the students who nod their heads when asked, “Do you understand?” is a 

familiar scene to many language teachers. However, soon the teachers realize that the 

message has not got through to many of them. Harbord (1992) suggests the effective 

use of the L1 for comprehension checks, although he believes that new structures 

should be presented in the TL. Yet, he continues that teachers who are experienced in 

using L2 strategies such as concept check questions, or who have prepared for the 

class with a good lesson plan, should not have any problems with communicating the 

meaning across.  

            Furthermore, L1 can also be used to check if students have actually 

understood something the teacher has said in English. In other words, the teacher can 
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say a sentence in English and ask students how to say the same sentence in their L1. 

Atkinson (1987, p. 243) is one of the supporters of L1 use in foreign language 

classrooms and he suggests using the L1 to check comprehension by asking learners 

questions like “How do you say „I‟ve been waiting for ten minutes‟ in Spanish?” 

since this way of direct questioning can sometimes be quicker and more accurate 

than concept questions.  

 To summarize, in cases where the teacher wants to check comprehension 

quickly and effectively, L1 could make a good alternative to traditional concept-

check questions. 

 

            2.5.5 Eliciting language. Eliciting is defined as getting language from the 

learners rather than giving it to them right away (Sharma, 2006). In this respect, it is 

a very effective technique to involve students in the lesson and give them the 

opportunity to show what they know.  

 There are many ways to eliciting language. For instance, the teacher can use a 

picture, a drawing, realia, mime or gesture to elicit vocabulary. However, these 

techniques might not be enough in cases where the learners have limited time to 

practice the TL because the instructors may think that it is not wise to spend time 

with mimes or gestures to elicit the meaning of a word when a simple translation can 

be more effective.  

  

            2.5.6 Focusing learners’ attention. Raising awareness of the similarities and 

differences between the student‟s L1 and TL can be a useful way of alerting them to 

potential challenges the new language may present them with (Meyer, 2008). 

According to Atkinson (1997), the most effective way to focus learners‟ attention to 

the differences between the L1 and L2 is through translation, as translation exercises 

raise learner awareness of the conceptual, sociolinguistic and structural differences 

between the two languages. 

            It is pointed out that L1 can play both a positive and a negative role in 

focusing learners‟ attention in L2/EFL learning, depending on how similar the two 

languages are:  

 

The beginning stages of learning a second language are especially vulnerable 

to interlingual transfer from the native language, or interference. In these 
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early stages, before the system of the second language is familiar, the native 

language is the only previous linguistic system upon which the learner can 

draw. (Brown, 2000, p. 224) 

 

In addition, the teachers can also benefit from the learners‟ L1 when they 

focus learners‟ attention to loanwords and their uses in the target language. As the 

world becomes more globalized, English words are used more often in other 

languages. Although this is considered to be a good thing, these loanwords could 

cause misunderstandings with their new, modified meanings and functions in another 

language. When students apply the modified meaning of an English loanword to a 

particular context in English, they will come up with a totally different meaning. The 

students will simply assume that loanwords are of English origin and thus the 

meaning will not change. However, this will result in English loanwords losing their 

original meanings and functions.  

 

            2.5.7 Talking about learning and learner training. When a lesson is 

conducted only in English, the learners might get lost and may not be able to stay 

focused during the lesson. The learners may have the same problem when the aim of 

a lesson or a particular task is not made clear as well; especially if the task given is 

new to them. When they are doing an unfamiliar type of task, they usually get 

frustrated especially if they don‟t know the purpose for doing it. At this point, L1 

could become an important tool for teachers to use to explain methodology and make 

aims clear.  

 At lower proficiency levels, it can be very difficult to talk to the learners in 

English about the reasons for doing a particular activity or why it is important. 

Therefore, teachers need to acclimatize the learners to the demands of their learning 

environment. The most effective way of doing this is to give simple explanations 

about the rationale underlying the classroom activities they will be asked to perform 

(Holthouse, 2006). Harbord (1992) indicates that if learners are not familiar with a 

new approach, the teacher should provide an L1 explanation; otherwise it will cause 

serious learner de-motivation. Therefore, if students understand why they are doing a 

particular activity or task, they are more likely to view it as beneficial to their 

language development and show more effort to do it. 



 22 

 To summarize, if the instructors aim to involve learners in the task in a 

fruitful way, they should be focusing more on the task itself. By doing so, the 

learners would be more aware of the task and what they are expected to do and could 

better appreciate it.  

 

            2.5.8 Giving feedback and correcting errors. There are a lot of ways of 

correcting learners‟ mistakes and encouraging them to correct themselves. 

Depending on the circumstances, the teacher might ask questions to the learner and 

help the learner self-correct, or provide the correct version. While giving the correct 

version, the teacher can also refer to the L1 to help the learner understand the word 

or the structure that causes difficulty. The teacher may make use of the L1 when a 

detailed feedback is necessary about an individual learner‟s errors as well. Thus, 

giving feedback in learner‟s L1 can be more efficient for learner to become aware of 

his/her problems and find more effective solutions. 

 

            2.5.9 Disciplining and class control (Classroom management). In majority 

of the monolingual classes, learners do not a have specific motive to learn English. 

Claridge & Lewis (2005) point out that in such case, the relationship the teacher has 

with the learner might be the key to their learning. It is understood from this 

statement that their motivation and enthusiasm could depend heavily on their 

relationship with the teacher. If the relationship in the classroom is positive and 

encouraging, the motivation will be higher and class control will be easier.  

Besides, instead of hearing easy routine expressions such as “stop talking” or 

“are you listening?” in English, hearing them in L1 could be more attention grabbing 

for students. Cook indicates: “Saying shut up or you will get a detention” in the L1 is 

a serious threat rather than practice of the imperative and conditional constructions 

(Cook, 2001, p. 415). According to Nation (2003), one way to give learners a great 

deal of comprehensible input is through classroom management and thus, in order to 

make a good start, mother tongue should be allowed in the first few classes.  

 

            2.5.10 Informal, friendly talk with learners. The absence of the L1 can 

raise the anxiety level of students. According to Brown (2000), language anxiety has 

a strong affective influence on foreign language learning. Allowing the use of the L1 
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in the classroom will reduce the anxiety because the students‟ L1 allows them to 

express their thoughts and ideas adequately.  

In monolingual classroom, the learners have the tendency to switch to their 

mother tongue when interacting with their classmates or their teachers for informal 

purposes. Canagarajah (1999) points out that this function of the mother tongue 

signifies solidarity since the mother tongue is a more personal language. Thus, 

students‟ use of the mother tongue can be interpreted as an act of pleading with 

teachers to lay aside their power and role temporarily as to get their sympathy. 

Based on these overviews, it can be concluded that the benefits of using L1 

for informal purposes can be twofold; to change the flow of the lesson and boost 

learners‟ motivation and interest when they are bored, or to overcome learners‟ 

anxiety and encourage them to participate in the lesson. 

 

2.6 Factors Affecting L1 and TL Use in Teaching 

 

The most important factor that determines the amount of L1 use in class is 

learners‟ level of language proficiency. Cole (1998) points out that L1 is most useful 

at beginning and low levels in order to introduce to major differences between L1 

and L2 or to raise awareness on main grammatical characteristics of L2. However, as 

Butzkamm (2003) states, mother tongue becomes unnecessary with growing 

proficiency in the foreign language. In other words, the higher gets the level of the 

learners, the less reason there is to use L1. At higher levels, the use of L1 can even 

be considered unnecessary except for exceptional circumstances.  

Connick-Hirtz (2001) suggests some factors for teachers to consider before 

they decide to use L1 in their classrooms: 

 

 What is the learners‟ first language? 

 What is the learners‟ age? 

 Are we teaching beginners or advanced levels? 

 What is the ratio of students/teaching time per one class? 

 How long is the learner going to study the second language? 

 What are his/her learning purposes? 

 Is it a one nationality or mixed nationality group? 
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 What is the institution‟s pedagogical policy? 

 What kind of educational background does the learner have? 

 In what kind of social context is the teaching of L2 taking place? 

 

Furthermore, an important factor that determines the L1 use in the classroom 

might be the students‟ previous language learning experience. If the students are 

used to being taught mainly in L1, the teachers may need to increase the amount of 

TL use in a gradual way so that the students do not feel alienated from the classroom 

with the exclusive use of the TL.  

Another significant determiner that should be taken into consideration is the 

stage of the course or lesson. At the initial stages of learning, the teacher might use 

L1 to reduce the level of stress and anxiety, or to establish rapport with the students. 

As the teacher and the students get to know each other, it would be pointless to do 

activities in L1.  

To wrap up, there are times when L1 can play a central role while there are 

stages when the L1 should never be used. Therefore, when the instructors make their 

decision, they should take all the factors into consideration. 

 

2.7 Advantages of Using L1 

 

Although „English only‟ attitude to teaching was frowned upon, there was no 

serious challenge to it until Swan (1985) started to strongly emphasize its advantages 

in 1980s. He argued that even though language learners may make errors due to 

interference from the L1, vast majority of what learners get right is done with 

reference to it as well. He also underlines that people do not have „blank slates‟ and 

we should depend on our existing knowledge for comparison, rather than trying to 

understand the world and everything in it from scratch.  

Another important reason why teachers make use of L1 is it is time-efficient 

on many occasions. Viney (2005) points out that in cases where majority of the 

learners can deduce a word and a couple cannot, it is more efficient for the 

instructors to give a quick translation rather than spending time on paraphrasing, 

miming etc. 

In addition, Al-Hinai (2006, p. 1) highlights the other advantages of using L1 

as; 
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1. It reduces learner anxiety and creates a more relaxing learning environment, 

2. It is a means of bringing the learners‟ cultural background knowledge into the 

class, 

3. It facilitates checking understanding and giving instructions, 

4. It facilitates the task of explaining the meaning of abstract words and of 

introducing the main differences in grammar and pronunciation between L1 

and L2. 

 

In a similar fashion, Butzkamm (2003) mentions that L1 use gives learners a 

sense of security and helps them to be stress-free, which saves them from a feeling of 

frustration they might have within their language learning. Apart from this, he 

claims, “all newly acquired foreign language items have to sink roots in our minds, 

which are eventually deep enough for the items to function independently of the L1” 

(p. 36). 

Willis (1991) also suggests that instructors can make economical use of 

mother tongue when explaining the meaning or use of new words, introducing the 

aims of the lesson or an activity or to check students‟ understanding after the 

presentation stage to make sure students know what they are learning.   

Grant (1993) suggests that the use of mother tongue can bring a lot of 

cognitive benefits if used with translation activities. One of the benefits is that 

translation forces learners to think about the meaning and social appropriacy by 

allowing them to think comparatively. When they do so, they become more aware of 

the similarities and differences between two languages and reduce the risk of making 

typical interference mistakes.  

Another benefit of translation for language learners is that it is a real life 

activity and it is very likely that some learners will spend time translating in their 

future jobs. Although some linguists such as Chaudron (1988), Krashen (1982) and 

Macdonald (1993) are strongly in favor of using target language in the classroom, 

Cook et al. (1979) points out that learning a target language is not simply a matter of 

syntax and vocabulary; rather it is environmental, linguistic as well as emotional. 

Total banning of the L1 in monolingual classes prevent students from 

expressing themselves clearly and effectively, which leads to communication 

problems such as misunderstandings in the classroom. Harbord (1992, p. 351) sees 
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“humanistic element” as a reasonable attitude towards the use of the students‟ mother 

tongue and considers it highly unlikely that a teacher would refuse to answer a 

question like “What does … mean in English?”.  

Auerbach (1993) goes further on this issue even to claim that forcing people 

to use only L2 violates human rights as it means to impose ideological control on 

them. In other words, forcing people to use the TL may aim to break one‟s ties with 

his or her native language and culture or identity. Thus, many scholars and 

instructors agree that students should be allowed to express what they want to say in 

their L1 and then the teacher can help them articulate it in English.  

Cook (2007) criticizes the fact that language teachers neglect translation and 

adopt a monolingual (target-language only) approach to teaching English. According 

to her, since culture is a part of the language, neglecting learners‟ L1 in the 

classroom also means neglecting learners‟ culture, which might lead to the danger of 

rejecting their identity. In addition to the cultural aspect, there is no valid data that 

confirms monolingual approach is the best. On the opposite, disregarding students‟ 

mother tongue can be de-motivating and make them less enthusiastic to learn the 

target language.  

           Furthermore, in one of his studies, Levine (2003) examined university 

students‟ anxiety level in relation to the frequency of L1 use in class. Surprisingly, he 

found that the TL amount had negative correlation with students‟ perception of 

anxiety and students felt less anxious when exposed to certain amount of mother 

tongue. L1 also help learners and teachers establish better rapport and thus have 

better communication. Some students in the same study even reported that L1 

provides positive relationships to be built not only between them and their teachers, 

but also among all members of the class. Overall, the statements of many studies 

show that students view L1 as a significant factor to reduce anxiety and foster 

positive classroom atmosphere. 

A study conducted by Rolin-Ianziti and Varshney (2008), which attempted to 

investigate teachers „reasons for code-switching and learners‟ views on the use of 

L1, revealed that the learners attribute a role to the L1 in their understanding of 

vocabulary and grammar. In terms of vocabulary, the use of the first language helps 

them access the meaning of words and it also facilitates memorization.  

In addition to vocabulary, learners also indicate that L1 facilitates 

understanding of grammar, especially when complex grammar items are explained in 
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detail. Therefore, it can be deduced that the learners see L1 as an element that 

reduces the risk of misunderstanding and confusion. In other words, L1 serves as a 

tool of confirmation; assuring learners that they understood every language point 

correctly and didn‟t miss anything.  

 

2.8 Disadvantages of Using L1  

 

In monolingual setting, language learners have very little opportunity to 

practice the TL outside the classroom. Therefore, every second TL is not spoken in 

the classroom is considered a „time wasted‟ for many instructors. This is also true for 

many language learners who want to spend their limited time in an English-only 

atmosphere. Researchers like Ellis (1984) claim that more L2 acquisition can only 

take place in the absence of L1 since frequent use of it creates over-dependency and 

thus can be an obstacle to learn the target language. Atkinson (1987) suggests that 

learners need to be encouraged to improve communication strategies and made 

aware how much they are able to do with their limited language. In order to achieve 

this, learners should not depend on their L1 no matter how low their levels are 

because depending on L1 might easily become a habit and reduce the time TL is 

spoken in the classroom.  

Kavaliauskiene (2009) emphasizes the negative effects of translation caused 

by cross-linguistic similarities and differences between the two languages. These 

negative effects are underproduction, overproduction, production errors and 

misinterpretation. Another drawback Kavaliauskiene (2009) highlights about the use 

of L1 is, it can cause students to think that words or structures in English have an L1 

equivalent, which does not always exist.  

For reasons above, some researchers and instructors suggest that language 

teaching should take place exclusively in the target language. Thus they are totally 

against L1 translations of the target language with the purpose of teaching. Instead of 

resorting to L1, they point out that the instructors should make use of other 

techniques and maximize the use of TL in class. 
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2.9 Previous Studies on L1 Use in ESL/EFL Classrooms 

 

Most ESL/EFL teachers worldwide are non-native and a large number of 

them regard using L1 to teach a foreign language as a necessity on many occasions. 

Many studies emphasized the positive attitudes of both instructors and learners 

towards L1 use because of its supportive functions (Tang, 2002; Cook, 2002; 

Schweer, 1999; Burden, 2000; Sharma, 2006; Prodromou, 2002; Kayaoğlu, 2012; 

Nazary, 2008; Macaro, 1997; Rolin-Ianziti & Varsney, 2008). 

To begin with, Tang (2002) studied the use of the L1 by Chinese instructors 

of English and learners‟ attitudes towards it. The results showed that both instructors 

and learners reacted positively to using L1 as a facilitative means of teaching. 

Cook (2002) points out that learners are also more likely to identify with and 

to be able to emulate non-native instructors (NNS) than native instructors (NS). One 

reason for that is, NNS instructors are usually more sensitive to the difficulties faced 

by the learners.  

Schweer (1999) surveyed his students at a Puerto Rican university and found 

that 88.7% of his students and 100% of the instructors felt that the L1 should be used 

in the English classroom. He also compared his results to another study conducted by 

Tang (2002) and found that both studies showed that the mother tongue was used by 

most instructors; and both students and instructors had positive reactions toward its 

use. The research showed that limited and responsible use of the mother tongue in 

the language classroom does not reduce learners‟ exposure to the TL but rather assist 

in teaching and learning process.  

In a survey of 290 university students, Burden (2000) found that 73% thought 

both NS instructors and students should speak some mother tongue in the classroom. 

Likewise, another study conducted in Kansai University showed that 85% of students 

responded that the teacher should make use of the mother tongue in the classroom 

while 60% thought they should be able to make use of it as well. 

A research conducted by Sharma (2006) revealed that more experienced 

teachers highly feel the need of using L1 in comparison to less experienced teachers. 

A possible reason for that could be that new teachers are more willing to put the new 

methodology they have learnt into practice while experienced teachers have seen 

L1‟s practical benefit in teaching and thus habituated to use it.  
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In his more in-depth research, Prodromou (2002) divided learners into three 

groups of proficiency; elementary, intermediate and advanced to investigate the 

reaction and attitude of these learners towards L1 use in class. His findings showed 

that learners at higher levels have a negative attitude toward the use of L1 while 

learners at lower levels accepted the use of their mother tongue more positively.  

Besides, a study by Kayaoğlu (2012), which aimed to explore teachers and 

students‟ preferences regarding L1 use in Turkey found that vast majority of teachers 

(97.7%) agreed upon and strongly recommended the idea that beginner level students 

learn English grammar easier when it is explained in Turkish. The participants of this 

study also agreed on the necessity of the teachers‟ L1 use in foreign language 

classrooms in general and thought it was a motivating factor in their language 

learning. 

The findings of a study conducted by Nazary (2008) at an Iranian university 

show that the university students were reluctant to use their mother tongue in English 

classroom and they strongly rejected it for greater exposure to L2 no matter what 

their proficiency levels are. Surprisingly, however, 81% of students at advanced 

levels and about 68% of students at elementary and intermediate level believed that 

the teacher should know the students‟ L1.  

Data collected by Macaro (1997) on learners‟ attitudes towards teachers‟ L1 

and TL use in class revealed that while minority of the learners did not react to great 

amount of TL exposure, the majority got frustrated being exposed to TL use without 

any assistance in L1. Yet, these two groups reached a consensus on the necessity of 

L1 to understand teachers‟ instructions for classroom activities or homework.   

Learner participants in Rolin-Ianziti and Varsney‟s study (2008) perceive L1 

as detrimental to the goals of an ideal language classroom as the frequent use of it 

does not force them to understand the TL. They stated that L1 use reduces their 

concentration and makes learning less challenging since they rely on mother tongue 

explanations. They also pointed out that the lack of effort and challenge produces a 

loss of self-confidence and motivation to understand or learn the TL.    

Based on these overviews it is possible to say that for many language 

learners, L1 seems to have an important role in gaining explicit knowledge of 

linguistic features of the TL. However, they are also aware of the fact that exposure 

to the TL is essential and the more they are exposed to the language the more 

competent they will get.  
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2.10 Previous Studies on L1 Use in EFL Classrooms in Turkey 

 

Apart from the research on the use of L1 in L2/EFL classrooms abroad, many 

studies have been conducted with an attempt to understand teachers‟ and students‟ 

perceptions about L1 (Turkish) use as a language of instruction in EFL classrooms in 

Turkey as well (Devrim & Bayyurt, 2010; Kayaoğlu, 2012; Yavuz, 2012; 

Mahmutoğlu and Kıcır, 2013). 

To begin with, a study by Devrim and Bayyurt (2010) analyzed what students 

thought about the nationality of their English teachers. Majority of students in this 

study agreed that they would prefer native English language teachers, yet they also 

ranked native teachers who could speak Turkish in the first place.  

A study by Yavuz (2012) showed that the teachers make use of Turkish the 

least while teaching communicative skills such as listening or speaking and rely 

more on it while teaching structural points such as grammar. The teachers also 

indicated that the main reasons that lead them to Turkish use are crowded classrooms 

and lack of interest.  

In a similar study by Kayaoğlu (2012), the findings from the interviews 

showed that teachers see the use of Turkish as a motivating factor in students‟ 

language learning. However, most teachers agreed that the use of Turkish should 

vary according to skill and students‟ levels. They also asserted that they use L1 in 

their grammar courses especially at beginner levels and they highly recommend it to 

their colleagues. Some teachers in this study stated that L1 strengthened students‟ 

skills and helped teachers to simplify difficult topics, support classroom management 

and build good rapport with the students. Additionally, the teachers expressed that 

Turkish facilitated learning and made it more efficient by saving them time. As a 

result, the instructors are competent with the use of L1 in the classroom both for 

motivational and instructional purposes as it has positive implications in the 

classroom. 

Another study by Mahmutoğlu and Kıcır (2013) revealed that students 

believe mother tongue should be „usually‟ used in English classrooms while the 

teachers believe it should „sometimes‟ be adopted. The teachers‟ and students‟ 

beliefs showed parallelism in that Turkish should be used to explain grammar 

concepts and to explain the differences between Turkish and English in terms of 

grammar. The second area that both groups agreed upon was that Turkish should be 
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used to explain the meaning of abstract words. Overall, the results of the study 

revealed that teachers had a positive attitude toward the integration of Turkish into 

English classroom particularly to create a supportive classroom, give instructions and 

teach grammar at early stages of learning. Likewise, the students‟ perceptions on L1 

were similar, as they believed in the benefit of teachers‟ use of L1 to explain 

grammar and to present the meaning of abstract vocabulary concepts. 
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Chapter 3 

Methodology 

 

In this chapter the elements of methodology such as research design, setting, 

participants and the procedures of sampling, data collection instruments and data 

analysis will be discussed in detail.  

The research questions for this study are as follows; 

1. What are the perceptions of the native and non-native instructors about the 

use of L1, Turkish as a teaching strategy in L2, elementary level English 

classrooms of a language preparatory program?  

2. How often and for what purposes do native and non-native instructors use L1 

in their classrooms?  

3. Are there any differences between the use of L1 by native and non-native 

instructors? If yes, for what purposes do they adopt the use of L1 as a 

teaching strategy in their class practices? 

4. What are the reflections of native and non-native instructors towards the use 

of L1 in their classroom practices?  

             

3.1 Philosophical Paradigm 

 

According to Kuhn (1970) „paradigm‟ is a specific set of questions, attitudes 

and models that define how the authors, publishers, and theorists, who advocate that 

paradigm, view and evaluate the science. He suggests that approved examples of 

actual scientific practice -examples, which include law, theory, application, and 

instrumentation together- provide models from which spring particular coherent 

traditions of scientific research. Depending on these definitions, Gokturk (2005) 

asserts that the meaning of „paradigm‟ goes well with the words “model”, “pattern” 

and even “example”.  

Most research texts identify three primary types of research: 1) „Exploratory‟ 

research which involves qualitative studies (observation, think aloud protocols, and 

content analysis) and is based on a concept, people, or situation that the researcher 

knows little about, 2) „Explanatory‟ research comprising quantitative studies and 
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hypothesis testing and deriving that hypothesis from available theories, and lastly 3) 

„Descriptive‟ research based on quantitative research techniques or a combination of 

qualitative and quantitative methods and is based on a concept, people, or situation 

that the researcher knows something about, but just wants to describe what s/he has 

found or observed. 

Furthermore, Tashakkori and Teddlie (2003) point out that „mixed methods‟ 

research has been established as a third methodological movement over the last two 

decades, complementing the existing traditions of quantitative and qualitative 

movements. Hall (2012) states that the choice of a mixed methods research design is 

based on a number of factors including the research questions or the purpose of the 

research. For a good mixed methods design, “what is needed is a paradigm that does 

not limit the range of topics to be researched, nor the methods that can legitimately 

be used to conduct research and can accommodate the mixing of qualitative and 

quantitative methods in use” (Bergman 2011, p. 101).  

Combining qualitative and quantitative research methods is generally viewed 

as „advantageous‟ in research as it is less likely to miss something important or make 

a mistake in the process of research. It also recognizes the benefits of both qualitative 

and quantitative methods to constitute a more informative, complete and a balanced 

method. Johnson, Onwuegbuzie and Turner (2007, p. 129) identify three types of 

mixed methodology according to dominance of each practice in research; qualitative 

dominant mixed methods research, equal status and quantitative dominant mixed 

methods research. Qualitative dominant mixed methods research relies on qualitative 

research process while recognizing the contribution of quantitative data approaches. 

On the contrary, quantitative dominant mixed methods research recognizes the 

contribution of quantitative data approaches. Finally, equal status mixed method 

research is viewed as the „pure mixed method‟ as the researcher attaches equal 

importance to qualitative and quantitative data and approaches in search of an answer 

to research questions. 

For the purposes of this study, mixed method research design was adopted in 

interpreting the data as both quantitative and qualitative data was gathered to meet 

the purposes of this study. 
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3.2 Research Design  

 

As noted by Greene et al. (1989), there are five major purposes for 

conducting mixed methods research; triangulation to seek convergence and 

verification of results from different methods and designs studying the same 

phenomenon, complementariness to seek elaboration, improvement, illustration and 

clarification of the results from one method with results from the other method, 

initiation to discover paradoxes and contradictions that lead to re-framing of the 

research questions, development to use the findings from one method to help inform 

the other method and expansion to expand the breadth and range of research. 

           Triangulation is sometimes used to refer to all instances where three or more 

than three research methods are used for verification. Therefore, it is an ideal method 

to check the validity of mixed and multi-method research. Denzin (1970) categorizes 

„triangulation‟ into four groups; data triangulation, investigator triangulation, 

theoretical triangulation and methodological triangulation. In data triangulation, data 

is collected from different sources to form one whole data whereas in investigator 

triangulation more than one observer collects and interprets the data. Also, in 

theoretical triangulation more than one theory is adopted while in methodological 

triangulation more than one method is used to interpret the data. 

 In a similar fashion, Shih (1998) points out that „triangulation‟ has two main 

purposes; completeness and confirmation. The „confirmatory purpose‟ of 

triangulation is that it validates the qualitative results by quantitative studies. It can 

also overcome problems related to single-method, single-investigator and single-

theory biasness and confirm the research findings. On the other hand, the 

„completeness purpose‟ increases the in-depth understanding of all that is under 

investigation buy combining multiple methods and theories. 

 In this study, data triangulation was used for verification concerns. The data 

were collected from three different sources of data; online questionnaire, classroom 

observations and think aloud protocols with instructors. By doing so, the researcher 

aimed to seek convergence among instructors‟ perceptions, reflections and their 

teaching practices. 

            In order to ensure validity in this study, only the instructors teaching 

elementary levels were given a questionnaire as the instructors of higher levels had 

fewer tendencies to depend on learners‟ L1 while teaching. First, all elementary class 
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instructors (15 NS and 15 NNS) were asked to submit an online questionnaire which 

aimed to find out their perceptions of Turkish use as an L1 in class. By looking at the 

responses of participants, 4 native and 4 non-native instructors who had the most 

positive attitude towards Turkish use were selected for observation.  

 While selecting the instructors, the researcher especially focused on the given 

answers to the following items in the questionnaire. Question 2: Should Turkish be 

used in the classroom?, Question 4: Do you think the use of Turkish in the classroom 

helps your learners learn English?, and Question 6: What percentage of time do you 

think Turkish should be used in the class? (see Appendix A) in order to determine 

whom to observe in classroom practice. The researcher observed the selected 

instructors in classroom and noted how many times and for what purposes Turkish 

was being used.  

 At the observation stage, the instructors were video-recorded so that the 

researcher could transcribe any missed utterance and use the video as a reminder to 

the participants later in the protocol stage. After each observation, the researcher 

transcribed all the utterances in one lesson and conducted a think aloud protocol with 

the observed instructor by using the transcription. By reminding the observed lesson 

via video record and the transcription, the researcher elicited the answers to all 

questions in the think aloud protocol. The think aloud protocols were audio-recorded 

for later transcription and analysis.  

 

3.3 Universe and Participants 

 

This study was conducted at an English Language Program offered at a 

foundation (non-profit, private) university in Istanbul, Turkey. In this program, all 

students take a proficiency exam at the beginning of the academic year. The ones 

who score 60 and above (out of 100) can directly start their departmental studies 

whereas ones who score below 60 must take a placement test. According to their 

gained scores from the placement exam, they are placed in different proficiency level 

classes at the preparatory program.  

The aim of the preparatory program is to prepare learners for their 

departments at various disciplines by providing them with an intensive English 

course within an academic year. The program has five proficiency levels (A1, A2, 

B1, B2, C1) designed in compliance with Common European Framework 
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(CEFR/CEF). At each level, the learners receive 8 weeks of instruction, which is 

referred as one teaching module. Each level –except for Level 1 (beginner) – 

comprises three courses; Main Course, Reading-Writing and Speaking. Main Course 

focuses more on grammar and vocabulary, which are also integrated to listening 

materials. In Reading-Writing lessons, learners focus more on comprehending 

academic texts and writing academic essays. Speaking lessons provide learners with 

communicative practice to improve sub-skills such as turn taking, keeping the 

conversation going etc. At the end of each module, the students are required take the 

Achievement Test (AT). In order to progress to subsequent levels, the average of a 

learner‟s AT and the other tasks and quizzes needs to be minimum 60 (out of 100). 

The students have the right to exit the preparatory program provided that they 

complete all the levels they are required to.  

The participants in this study were 30 EFL instructors (20 females and 10 

males) working at the English Language Preparatory program. Their age range was 

25-65 with 3-30 years of teaching experience. All instructors had teaching 

experience at a private university and taught main course components at different 

levels. All of the instructors were teaching elementary (CEFR A2) level classes. 

            The non-native instructors (N=15) were all Turkish and they were females. 

They had strong English language background as they were graduates of English 

Language Teaching (N=8), English Language and Literature (N=4), American 

Culture and Literature (N=2) and Linguistics (N=1) departments. All instructors, 

except English Language Teaching graduates, had a pedagogical formation 

certificate which shows their eligibility to teach English in second and/or foreign 

language classrooms. In addition, 4 instructors had an MA degree in English 

Language Teaching while three of them are currently studying in an MA program. 

Finally, 7 instructors had a Cambridge CELTA (Certificate in Teaching English to 

Speakers of Other Languages). 

 As for the native instructors of English (N=15), they came either from the 

USA (N=8), the UK (N=5) or Canada (N=2) where English is a spoken as a native 

language. None of the native instructors were graduates of the department of English 

Language Teaching (ELT). However, they all hold an internationally recognized 

teaching certificate such as, CELTA (N=6), DELTA (Diploma in Teaching English 

to Speakers of Other Languages, N=2), TEFL (Teaching English as a Foreign 

Language, N=4) and TESOL (Teaching English as a Second Language, N=4). 
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Finally, 2 of these instructors have completed their MA in ELT-related fields; MA in 

Education and TESOL. 

 

3.4 Procedures 

 

3.4.1 Types of sampling. Latham (2007) defines sampling as method of data 

collection by which representative selection of participants are selected.  According 

to Lohr (2009, p. 3) a good sample should be “representative in the sense that 

characteristics of interest in the population can be estimated from the sample with a 

known degree of accuracy”. In other words, the sample participants should be 

identical to the target population. In literature, two standard categories exist for 

sampling; „convenience sampling‟ and „purposive sampling‟. 

Teddlie (2003) defines „convenience sampling‟ as a non-probability sampling 

technique, which involves drawing samples that are both easily accessible and 

willing to participate in a study. In other words, convenience sampling is a technique 

in which subjects are selected because of their convenient accessibility or because 

they are easier to recruit for the researcher. In most cases, it is neither possible nor 

practical for the researcher to collect data from the entire population. Therefore, 

conducting a research with the subjects available becomes a more preferable 

sampling method for the researcher in terms of practicality. In this study, the 

quantitative phase (questionnaire) utilized convenience sampling as the subjects of 

the study (NS and NNS instructors) were selected from the university where the 

researcher works.  

On the other hand, qualitative research most often makes use of „purposive‟ 

sampling rather than „random‟ sampling. Purposive sampling is one of the 

nonprobabilistic sampling techniques. According to Tashakkori and Teddlie (2003, 

p. 713), purposive sampling techniques select cases that are “based on specific 

purposes rather than randomly” and are designed to generate a sample that addresses 

specific purposes related to research questions. Oliver (2006) defines purposive 

sampling as the sampling where the researcher makes the decisions about which 

individuals to include in the sample. The researcher could take this decision 

depending on the participant‟s knowledge of the research issue, capacity or 

willingness to take part in the research. 
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In this research, the qualitative phases (classroom observations and think 

aloud protocols) utilized purposive sampling since the results of the first step 

(questionnaires) were the causal factor to determine the subjects to be included in the 

further steps of the study. 

 

            3.4.2 Sources of data. The data required for this research study were 

collected through a questionnaire, classroom observations and think aloud protocols. 

The section below describes each data collection instrument in detail. 

 

3.4.2.1 Questionnaire. The questionnaire in this study, adopted from Al-

Buraiki (2008) and Sharma (2006) aimed to discover the perceptions of NS and NNS 

instructors about the use of L1 in L2 classrooms. The questionnaire was administered 

to all EFL instructors (NNS=15, NS=15) teaching elementary (CEFR A2) classes in 

the English Language Program to find out their perceptions towards the use of L1 

(Turkish) in L2 (English) classrooms. In the questionnaire, there were a total of 10 

questions for NS instructors and 8 questions for NNS instructors in two different 

types; questions at agreement scales, and multiple-choice questions. The participants 

specified their level of agreement at a 5 point Likert type scale ranging from 

„strongly agree‟ to „strongly disagree‟. All questions attempted to find out the 

perceptions of NS and NNS instructors about the use of L1 in the preparatory 

program (see Appendix A). 

After the analysis of the questionnaire responses, 4 NS and 4 NNS instructors 

who received the highest scores towards the use of the L1 as a teaching strategy in 

EFL classrooms were chosen for classroom observations and think aloud protocols. 

 

3.4.2.2 Classroom observations. In order to find out how frequently and for 

what purposes the two groups of instructors used L1, 4 NS and 4 NNS were observed 

during their classroom practices. Also, to ease the comparison of the items for the 

two participating groups, the researcher used two classroom observation track sheets 

(one for NS instructors and one for NNS instructors) during the observations. The 

observation track sheet adopted from Sharma (2006) included ten functions of an 

instructor‟s L1 use in L2 classrooms namely; explaining grammar, translating 

vocabulary or sentences, giving instructions, checking understanding, eliciting 
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language, focusing learners‟ attention, talking about learning, giving feedback, 

disciplining/class control and informal/friendly talk with learners (see Appendix B).  

 

3.4.2.3 Think aloud protocols. As the last data collection instrument, think-

aloud protocols were used to discover the purposes of NNS and NS instructors about 

the use of L1 (Turkish) as well as to find out the reflections behind their preferences 

of L1 use in EFL classrooms. Think Aloud Protocol aims to gather qualitative 

information basing on the interpretation and justification of the participant‟s actions. 

Participants are asked to voice the words in their minds as they answer the 

researcher‟s questions. According to Charters (2003), there are generally two 

methods of conducting think aloud protocols: concurrent think aloud protocol which 

aims to collect data during the task, and retrospective think aloud protocol that 

attempts to obtain data after the task and the participant goes over the steps they took 

previously. Therefore, a visual reminder such as video replay usually stimulates the 

think aloud protocol. Based on this perspective, 8 English lessons (4 NS and 4 NNS) 

were video recorded by the researcher to seek correlation between what they say and 

what they actually do in practice regarding the use of L1 as a teaching strategy in 

EFL classrooms.  

After the video recording of the observed classes (4 NS and 4 NNS), the 

researcher watched the videos with each participant individually. The researcher 

stopped the video at certain times and asked the two groups of participants to reflect 

on their teaching practices.  The questions were adapted from Al-Buraiki‟s (2008) 

study which aimed to explore the perceptions of EFL instructors. Particularly, the 

questions focused on the purposes of L1 use and the factors affecting this use during 

the lessons observed. Specifically, the questions aimed to find out whether the use of 

L1 was a helpful strategy in EFL classrooms (see Appendix C). 

  

3.5 Data Collection Procedures and Analysis 

 

In this study, the data were gathered from 15 NS and 15 NNS instructors 

teaching English in elementary level classes at a foundation (non-profit, private) 

university preparatory program in Istanbul, Turkey. This section describes the data 

analysis procedures applied in this research. 
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In an attempt to answer the first question of the research, the data were 

gathered through a questionnaire administered to 15 NS and 15 NNS instructors. 

Google Forms automatically analyzed the results gained from the questionnaire in 

numbers.  

For the second and third research questions, the data were gathered through 

classroom observations through a checklist used by the researcher. The results of the 

checklist were entered separately for 4 NS and 4 NNS instructors. To determine the 

frequency of L1 use, each word uttered by the instructors in Turkish were counted 

and entered into the observation track sheet and the total numbers were calculated for 

a deeper analysis. Then the results were compared for both groups.  

Finally, for the last question, a total of 8 English classes that were previously 

observed by the researcher (4 NS and 4 NNS) were video recorded and transcribed to 

be recalled later. A few days after the observation, the researcher and the participants 

watched the videos and read the transcriptions to reflect on the lesson in the think 

aloud protocols. The obtained data were interpreted qualitatively through content 

analysis (Miles & Huberman, 1994). The process began with the open coding of the 

data followed by inducing categories from these codes, which were then gathered 

under the aspects of the use of L1 as a teaching strategy in EFL classrooms. The 

categories and themes were subject to the checking of inter-raters.  

To identify the degree of inter-rater reliability, two experts in the field of 

English Language Teaching (ELT) identified themes from the codes. It emerged that 

the raters achieved 87% of agreement on the general themes apart from the different 

verbalizations of similar concepts. 

 

3.6 Trustworthiness 

 

Morrow (2005) points out that research consists of various disciplines, 

paradigms and epistemologies that adopt multiple standards of quality, namely 

validity, credibility, rigor or trustworthiness. He also states that regardless of the 

research paradigm, there are certain qualities that are vital for a research such as 

sufficiency and adequacy of data, attention to subjectivity and reflexivity and issues 

regarding interpretation and presentation.  

So as to ensure that the data collection instruments are valid and reliable, the 

researcher preferred to adapt questionnaires that were previously used and proved in 
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order to suggest reliable results. Moreover, triangulation was used to enhance the 

different aspects from which the researcher interpreted the data. This also enabled 

the researcher to draw more reasonable and reliable conclusions by relying both on 

quantitative data and qualitative data to complement each other. 

 

3.7 Limitations 

 The present study has some limitations to be taken into consideration. One of 

the main limitations in this study is the limited number of participants. As the study 

was conducted only with elementary class instructors who were limited in number, 

the internal validity could have been affected.  Besides, the study is based on the data 

gained from both NS and NNS instructors who worked in the same preparatory 

program, which again means that the sample data could only be generalized to this 

population. This limits the external validity of the results, as they cannot be 

generalized to different contexts. 

Second, the proficiency level of the NS instructors regarding Turkish 

language was not assessed or tested. Although a correlation was made between the 

NS instructors‟ Turkish proficiency/fluency level and the impact of their Turkish 

level on their teaching practice, their L1 proficiency was only gathered from the 

questionnaire results which might have influenced the obtained results.  

The final limitation of this study is the lack of external researcher. Since the 

researcher herself works in the same institution, the objectivity of the study might be 

influenced. This can be considered as another threat to external validity. 
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Chapter 4 

Results 

 

This chapter presents the results of all the data gathered from NS and NNS to 

find out their perceptions about using L1 as a teaching strategy in EFL classrooms. 

The data were gathered from a questionnaire, classroom observations and think aloud 

protocols. The findings were grouped into three sections; the perceptions of NS and 

NNS about L1 use as a teaching strategy, the frequency and purpose of L1 use by 

two groups of instructors and lastly, their reflections regarding the use of L1 in EFL 

classrooms. 

 

4.1 The Findings about the Perceptions of NS and NNS Instructors about Using 

L1 as a Teaching Strategy in EFL Classrooms 

 

In an attempt to find an answer to the first research question about the 

perceptions of instructors about using L1 as teaching strategy, the data were obtained 

through questionnaires and classroom observations. As the sample size was not very 

high (NS=15 and NNS=15), the numbers were reported for each respondent‟s answer 

to the questionnaire. 

 To begin with, the perceptions of the NNS instructors for each item are 

depicted in the table below. 

 

Table 1   

Perceptions of NNS about Using L1 as a Teaching Strategy in EFL Classrooms 

Item 

No 
L1 should be used in an EFL classroom to… SA A S D SD 

1 teach the target language more effectively - 8 7 - - 

2 
help learners learn the target language more 

effectively 
3 10 2 - - 

3 help define/explain new vocabulary items 4 4 6 - 1 

4 explain complex grammar points 4 7 2 - 2 

5 explain difficult concepts or ideas 3 11 1 - - 

6 practice the use of some phrases and expressions 1 4 3 - 7 

7 check understanding (of talk, text or instructions) 1 4 7 - 3 

8 elicit language 2 4 6 - 3 

9 give instructions 1 2 6 - 6 
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Table 1  (cont‟d) 

Item 

No 
L1 should be used in an EFL classroom to… SA A S D SD 

10 motivate students (e.g. telling jokes, riddles etc.) 8 5 2 - - 

11 give feedback 6 8 1 - - 

12 give suggestions on how to learn effectively 6 7 2 - - 

13 help learners understand new concepts - 9 2 3 1 

14 help learners understand new vocabulary 1 6 2 5 1 

15 help learners understand grammar points better 1 7 4 2 1 

16 make it easy for the teacher to control the class 1 3 5 4 2 

17 make learners feel comfortable and less stressed 4 6 4 1 - 

18 help low-level learners - 4 3 6 2 

19 create a foreign language friendly atmosphere  1 5 7 1 1 

20 
save learners from a feeling of frustration they 

might have within their foreign language learning 
2 8 2 3 - 

21 

allow teachers to use richer and more authentic 

texts, which means more comprehensible input 

and faster acquisition 

- 3 7 5 - 

22 be more economical as far as time is concerned - 8 1 6 - 

23 focus learners‟ attention when they are distracted - 13 2 0 - 

24 

increase students' understanding of English when 

there is marked discrepancy between Turkish and 

English language system 

- 10 4 1 - 

Note: SA: Strongly agree, A: Agree, S: Somewhat agree, D: Disagree, SD: Strongly 

disagree 

 

            As shown in the table above, the NNS instructors perceived the use of L1 as a 

teaching strategy in elementary level EFL classrooms highly positively. Specifically, 

8 of the instructors agreed while 7 others somewhat agreed with the use of Turkish to 

teach English more effectively (item 1). Moreover, majority of the instructors (3 

instructors strongly agree, 10 instructors agree) believed that the use of Turkish in 

the classroom help learners learn the TL (item 2) more effectively, especially for the 

comprehension of complex grammar points and explanation of difficult concepts or 

ideas. Another item (item 5) that most NNS instructors agree upon (3 instructors 

strongly agree, 11 instructors agree) is the function of L1 in the classroom to explain 

difficult concepts or ideas. 

           Furthermore, in an attempt to answer the question of what percentage of time 

L1 should be used in EFL classrooms, 7 instructors responded 10% or below, 4 

instructors responded 20% and 4 instructors responded 30%. As for the course/skills 

where L1 can be more necessary, 6 instructors responded „writing‟, 4 instructors 

responded „grammar‟, 2 instructors responded „reading‟, and 1 instructor responded 
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„vocabulary‟, „discourse‟ and „speaking‟ each.  None of the instructors thought L1 

use was necessary to teach „listening‟ or „pronunciation‟. 

           The same questionnaire was also directed at the NS instructors in order to find 

out their perceptions about L1 use as a teaching strategy in the class. The results of 

their perceptions are expressed in numbers in the table below.  

 

Table 2 

Perceptions of NS about Using L1 as a Teaching Strategy in EFL Classrooms 

Item 

No 
L1 should be used in an EFL classroom to… SA A S D SD 

1 teach the target language more effectively - 10 4 - 1 

2 
help learners learn the target language more 

effectively 
1 12 1 - 1 

3 help define/explain new vocabulary items 2 8 4 - 1 

4 explain complex grammar points 3 6 2 - 4 

5 explain difficult concepts or ideas 3 7 1 - 4 

6 practice the use of some phrases and expressions 1 3 5 - 6 

7 check understanding (of talk, text or instructions) - 5 5 - 5 

8 elicit language - 3 6 - 6 

9 give instructions - 5 3 - 7 

10 motivate students (e.g. telling jokes, riddles etc.) 2 7 5 - 1 

11 give feedback - 5 5 - 5 

12 give suggestions on how to learn effectively 2 5 4 - 4 

13 help learners understand new concepts 1 5 3 5 1 

14 help learners understand new vocabulary 1 7 4 2 1 

15 help learners understand grammar points better 3 8 1 1 2 

16 make it easy for the teacher to control the class - 5 3 5 2 

17 make learners feel comfortable and less stressed - 8 5 1 1 

18 help low-level learners 1 3 3 6 2 

19 create a foreign language friendly atmosphere  - 9 3 - 3 

20 
save learners from a feeling of frustration they 

might have within their foreign language learning 
- 11 2 2 - 

21 

allow teachers to use richer and more authentic 

texts, which means more comprehensible input and 

faster acquisition 

- 1 5 7 2 

22 be more economical as far as time is concerned 1 7 5 2 - 

23 focus learners‟ attention when they are distracted 2 8 3 2 - 

24 

increase students' understanding of English when 

there is marked discrepancy between Turkish and 

English language system 

1 6 6 1 1 

Note: SA: Strongly agree, A: Agree, S: Somewhat agree, D: Disagree, SD: Strongly 

disagree 
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            When the answers of the NS participants to items 1, 2 and 5 about the 

efficiency of L1 were analyzed, it was observed that they also shared positive 

perceptions towards the use of L1 in English elementary level classrooms. Similar to 

NNS, majority of NS instructors (10 instructors agree, 4 instructors somewhat agree) 

that Turkish should be used to teach English more effectively (item 1) and help 

learners learn it more effectively (1 instructor strongly agree, 12 strongly agree – 

item 2). What‟s more, most NS instructors (3 instructors strongly agree, 10 

instructors agree) believe that L1 (Turkish) should be used to explain difficult 

concepts and ideas (item 5).  

            To the question of what percentage of time L1 should be used in the class, 11 

instructors responded 10% or below, 3 instructors responded 20% and 1 instructor 

responded 30%. As for the course/skills where L1) can be more necessary, 6 

instructors responded „vocabulary‟, 5 instructors responded „writing‟, and 4 

instructors responded „grammar‟. None of the instructors thought L1 use was 

necessary to teach any other skills.  

 Finally, an additional question addressed only to NS was whether they 

thought an NS instructor should acquire some knowledge of learners‟ L1. As a result, 

11 instructors (7 agree, 4 strongly agree) thought that acquiring some knowledge of 

L1 is a necessity while teaching the target language in their classrooms. 

 Apart from the questionnaire findings, the think-aloud protocols carried out 

with the two groups revealed similar findings.  To put it simply, both NS and NNS 

agreed that use of L1 enables comprehension in EFL classrooms. They stated that 

using Turkish is helpful while explaining complex grammar rules and teaching 

abstract vocabulary items. The following comments were made by two native and 

two non-native instructors: 

 

[…] I can definitely say that the use of Turkish makes comprehension easier 

in the class (NNS instructor, Think aloud protocol data, 23
rd

 March, 2016). 

 

[…] Absolutely, L1 helps them understand better especially if I am teaching 

abstract words or difficult grammar points (NNS instructor, Think aloud 

protocol data, 23
rd

 March, 2016). 
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[…] Yeah, sure it does help particularly if there is a complicated grammar 

point. I just give an example from Turkish and of course it really helps (NS 

instructor, Think aloud protocol data, 23
rd

 March, 2016). 

 

[…] I think Turkish helps with student understanding especially if the word is 

abstract and the grammar rule is difficult (NS instructor, Think aloud protocol 

data, 23
rd

 March, 2016). 

 

 Moreover, both groups of instructors strongly agreed that L1 should be used 

to explain grammar on condition that learners are low-level. The following 

statements were made by two native and two non-native instructors: 

 

[…] At lower levels, I definitely agree with the fact that they need more 

Turkish because they know nothing or very little about English and they have 

no background to build on (NS instructor, Think aloud protocol data, 23
rd

 

March, 2016). 

 

[…] The most important thing was the low level of the learners because at 

higher levels I never use Turkish to help students (NS instructor, Think aloud 

protocol data, 23
rd

 March, 2016). 

 

[…] I can definitely say that the use of Turkish eases comprehension, 

especially at lower level classes. If I had been teaching a higher-level class, I 

would not have used Turkish that much (NNS instructor, Think aloud 

protocol data, 23
rd

 March, 2016). 

 

[…] At lower levels L1 fills the gaps where something is not clearly 

understood, especially if this is something abstract (NNS instructor, Think 

aloud protocol data, 23
rd

 March, 2016). 

 

 Based on these overviews, it can be concluded from the findings that, both 

NS and NNS instructors see L1 as a practical tool, which they can benefit from for 

various purposes in their teaching practices. 
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4.2 The Purpose and Frequency of L1 Use by the NS and NNS Instructors in 

EFL Classrooms 

 

           As for the answer to the second and third research questions about the purpose 

and frequency of using L1 in EFL classrooms, and the differences between the use of 

L1 by NS and NNS instructors, the data were obtained through classroom 

observations. Using a checklist, the number of times that the instructors used Turkish 

in class was recorded for each teaching purpose. The following table provides the 

purposes and frequencies of using L1 by each group of instructors.  

 

Table 3 

The Purpose and Frequency of L1 Use by NS and NNS in EFL Classrooms 

Occasion 

 

Explaining 

Grammar 

Translating 

Vocabulary 

or Sentences 

Giving 

Instructions 

Checking 

Understanding of 

concepts, talk, 

text or 

instructions 

Eliciting 

Language 

Focusing 

Learners‟ 

Attention 

Talking 

about 

Learning 

Giving 

Feedback 

Disciplining 

and Class 

Control 

Informal 

or 

Friendly 

Talk with 

Learners 

Total Numbers 

NNS 22 19 6 18 25 24 4 13 9 17 

NS 9 31 1 10 15 1 3 8 4 5 

 

 

As displayed in the table above, the results of the classroom observations 

indicated that the NNS instructors used Turkish mostly to elicit language (N=25), 

focus learners‟ attention (N=24) and explain grammar (N=22). NS, on the other 

hand, used Turkish most frequently to translate vocabulary or sentences (N=31), 

elicit language (N=15) and check understanding of concepts, talk, text or instructions 

(N=10). Although NNS instructors widely used L1 to focus learners‟ attention in 

class, it was only observed once in the NS instructors‟ lessons. When the overall 

frequency ratio is considered, the NNS used Turkish 157 times while the NS used it 

87 times.  

 

4.3 The Findings of the Think Aloud Protocols with NS and NNS Instructors 

 

            In line with the results gathered from the questionnaire, the think-aloud 

protocols also revealed similar findings about the purpose of using L1 by two groups 

of instructors in EFL classrooms.  
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            4.3.1 Purposes for using L1, Turkish in EFL classrooms. Firstly, when the 

NNS were asked why they used L1, they stated that they preferred to use it for error 

correction, attention gathering and explanation of new words and collocations. The 

following two excerpts clarify these points: 

 

[…] In my courses, I mostly used Turkish for error correction and drawing 

attention to make sure that my students understand new words (NNS 

instructor, Think aloud protocol data, 23
rd

 March, 2016). 

 

[…] I think I used Turkish the most when I wanted to emphasize, explain or 

draw attention to a point and then make sure that my students understood new 

words and collocations (NNS instructor, Think aloud protocol data, 23
rd

 

March, 2016). 

 

 In addition, the same group of instructors stated that they used Turkish in 

their classrooms for informal talk to establish rapport with their students as well as to 

clarify complex grammatical structures as shown in the comment below: 

 

[…] I use L1 for informal talk which aimed to build rapport with my students 

(NNS instructor, Think aloud protocol data, 23
rd

 March, 2016). 

 

[…] It seems that I use L1 more for explaining difficult grammar rules (NNS 

instructor, Think aloud protocol data, 23
rd

 March, 2016). 

 

Similarly, the NS said that they used Turkish to explain grammar rules, check 

vocabulary/grammar and student comprehension of the subject covered in the class. 

The following two quotations support this issue: 

 

[…] I use Turkish to explain how grammar works or to check vocabulary and 

grammar (NS instructor, Think aloud protocol data, 23
rd

 March, 2016). 
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[…] I use Turkish to check understanding because I want to make sure that 

the students understand what I taught in the course (NS instructor, Think 

aloud protocol data, 23
rd

 March, 2016). 

 

 Besides, one of the NS used Turkish for humor saying that he believed that 

making jokes in L1 attracts students‟ attention and it also helps with the pacing of the 

lesson as displayed in quotation below: 

 

[…] I used Turkish for humor, to make some jokes in class and sometimes 

just to get my students‟ attention. It also helps me with the pacing as we have 

to cover many subjects within a certain time limit (NS instructor, Think aloud 

protocol data, 23
rd

 March, 2016).  

 

 Finally, another NS said that he switched to Turkish to elicit language. If a 

word has an equivalent in Turkish, he would use it to focus attention and clarify the 

subject matter.  

 

[…] I guess I use Turkish mostly for eliciting language. If I know that a word 

has a direct correlation with a Turkish word, then I use that Turkish word 

which helps me to focus my students‟ attention and clarify what I teach in my 

course (NS instructor, Think aloud protocol data, 23
rd

 March, 2016). 

 

            4.3.2 Reflections of NS and NNS about using L1 in their classroom 

practices. As for the last research question of this study concerned with the 

reflections of NS and NNS about the use of L1 in their classroom practices, the data 

came from the think-aloud protocols. 

 Parallel to the perceptions and purposes of using Turkish in EFL classrooms, 

the reflections of the native and non-native instructors revealed that they mostly used 

Turkish to draw students‟ attention, clarify points that students have difficulty in 

understanding and establish rapport with the students. The four extracts below are 

the statements of the participants underlining these points: 
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[…] In this lesson I used Turkish to explain the new grammatical topic, past 

tense followed by the new complex words such as nomination and limitation 

(NNS instructor, Think aloud protocol data, 23
rd

 March, 2016). 

 

[…] I used Turkish in this lesson as I felt my students weren‟t paying 

attention, as they were really confused about the new grammar topic (e.g. past 

perfect) (NNS instructor, Think aloud protocol data, 23
rd

 March, 2016). 

 

[…] In this lesson, I used Turkish when I faced with unanticipated problems 

with student comprehension. No matter how simply I explained some points, 

there were some students who were confused about the new topic which 

made me explain it in Turkish (NS instructor, Think aloud protocol data, 23
rd

 

March, 2016). 

 

[…] In this lesson, I used Turkish to explain the complicated words. At the 

same time, I used Turkish to build rapport with my students and attract their 

attention. I think it works well (NS instructor, Think aloud protocol data, 23
rd

 

March, 2016). 

 

            Based on the reflections above, it is obvious that both groups of instructors 

had positive attitudes towards the use of L1 as a teaching strategy when used 

judiciously. Moreover, both groups of instructors agreed that the use of L1 can be a 

lifesaving teaching strategy particularly to attract the attention of the students, 

establish rapport and clarify certain points that students find difficult. 
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Chapter 5 

Discussion and Conclusion 

 

5.1 Discussion of Findings for Research Questions 

 

The main purpose of this study was to figure out the perceptions, teaching 

practices and reflections of NS and NNS English instructors towards the use of 

learners‟ L1 (Turkish) as a teaching strategy in the EFL classroom. By comparing the 

findings, the researcher also aimed to see whether there was a significant difference 

between the teaching practices and reflections of these two groups of instructors. For 

these purposes, data were collected both quantitatively and qualitatively; and a mixed 

method research design was adopted for analysis. This chapter first discusses the 

results of this study referring to each research question and then provides with 

theoretical and pedagogical implications for further research and practice. 

 

            5.1.1 Discussion about the perceptions of NS and NNS instructors about 

using L1 as a teaching strategy in EFL classrooms. The first research question 

intended to investigate the perceptions of both NS and NNS instructors in terms of 

effective usage of L1 in EFL classes and its advantages for both learners and 

instructors through an online questionnaire. 

 

            5.1.1.1 Effective use of L1 in EFL classroom. Considering the responses the 

participants gave for the first 12 items in the questionnaire, it is clear that both NS 

and NNS instructors believe that L1 is an essential strategy in the EFL classroom. 

Both groups agreed that L1 provides learners with opportunities to learn English 

more effectively and it also eases the instructors‟ teaching in a better way. These 

groups also agreed on the use of L1 to teach or explain complex vocabulary and 

complex grammar items. In a study by Tang (2002), the teachers participating in the 

study also indicated that they think the use of L1 was necessary to translate some 

difficult words and explain complex grammar points as well. 

           There are also other points where both groups of instructors strongly agreed 

that L1 should not be prioritized. These purposes are checking understanding, 
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eliciting language and giving instructions. By looking at the findings, it can be 

concluded that NS and NNS instructors are in favor of using L1 for the purposes of 

translating or explaining difficult items, which are directly related to teaching. 

However, they would rather not use L1 for subsidiary purposes to teaching like 

giving instructions.  

           Apart from these items, NS and NNS instructors are of different opinions in 

terms of using L1 to give feedback and give suggestions on how to learn effectively. 

While a great many of NNS instructors think that using L1 is necessary to give 

learners feedback and teaching/suggesting learners how to learn English more 

effectively, not many NS instructors believe that it should be used for such purposes. 

This might be one reason why learners usually prefer to get feedback on their studies 

from their NNS instructors and why they see their NNS instructors as advisors to be 

consulted when they have a problem with their learning.  

 

            5.1.1.2 Advantages of L1 use in EFL classroom. By looking at the 

perceptions of instructors about the advantages of using L1 to teach the TL, it is 

concluded that both NS and NNS instructors have a strong belief that L1 helps 

learners comprehend ambiguous or difficult concepts and grammar or vocabulary 

items, which saves them from a feeling of frustration when they have difficulty in 

understanding. They also believe that L1 makes learners more positive and less 

apprehensive in the classroom environment and this might be the reason why 

instructors indicated in the think aloud protocols that they like to use L1 for informal 

talk and jokes or building rapport with the learners. Similarly, Bruen and Kelly‟s 

(2014) study with twelve lecturers also suggest that the use of L1 in L2 classroom in 

justified situations can help reduce cognitive overload and learner anxiety. Therefore, 

it is possible to conclude that L1 can be used to lower the affective filter and help 

learners receive language input more easily. 

            From the point of teaching, both groups of instructors are L1-friendly for 

practical purposes. The questionnaire results show that many of them see L1 as a 

more effective way of disciplining or controlling the class. The results also show that 

another practical purpose of L1 use for most instructors is it is economical in terms 

of time. Having a busy schedule is a very common problem of almost all language 

instructors, especially when the instructors are responsible for teaching more than 
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one grammar topic weekly. This may be a really tempting situation which can lead 

the instructors to use L1 to save time and continue in the course at a faster phase.  

 

To sum up, it can be concluded from the questionnaire results that neither NS 

nor NNS instructors disclaim the benefits L1 brings to the EFL classroom. They 

seem to agree in many points such as using L1 for teaching complex grammar and 

abstract vocabulary, difficult concepts and expressions. The rationale behind the 

belief that L1 is necessary for such usages is that, L1 eliminates the confusion in 

learners‟ minds and thus makes learners less stressful and more open to language 

learning. Moreover, both groups of instructors think that using L1 is a very effective 

way of asserting authority in the classroom and save time when needed. From these 

perceptions, we can finally conclude that instructors do not support the use of L1 

only for the good of the learners but also to their own advantages. 

 

            5.1.2 Discussion about the purpose and frequency of L1 use by the NS 

and NNS instructors in EFL classrooms. The second and third research questions 

aimed to discover both the frequency ratio of L1 use and the purposes for L1 use by 

NS and NNS as well as the differences between the use of L1 by these two groups. 

The findings were based on eight classroom observations conducted with NS (N=4) 

and NNS (N=4) instructors in elementary level classrooms. 

            The basic assumption of the researcher before this study was that NNS 

instructors usually have a greater tendency to use L1 in their classes than NS do. The 

questionnaire stage of the study partially proved this assumption since more than half 

of the NNS instructors chose higher percentages of L1 use at a time. The results of 

the observation were even more remarkable as NNS instructors depended on L1 

almost two times more than NS instructors did. Based on the findings above, it is no 

wonder that the common prejudgment that NNS instructors depend more on their 

mother tongue is actually true. One reason for this could be that this was the way 

they were taught the target language. Since most of the NNS instructors also learned 

English from NNS instructors, some of them were also exposed to certain amount of 

instruction in their mother tongue, which may have affected their beliefs and 

perceptions about language teaching. 

Another possibility might be that they feel more confident when they use L1 

and believe that learners will be able to learn the target language better when 
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explained in their mother tongue. Some of the NS instructors have a very interesting 

statement about this issue; they stated that if they were more fluent in Turkish or if 

they were more confident about their Turkish use, they would definitely seek ways of 

using it more in class. In a study by Arva and Medgyes, one of the instructors makes 

a remarkable expression about the importance of L1; “I can‟t explain fully, 

especially with beginners, and it can be frustrating.” while another one admits “It 

must be wonderful to speak Hungarian and, if students have a problem, to explain it 

in Hungarian” (2000, p. 362). Considering these statements, it can be assumed that, 

speaking learners‟ L1 more fluently and confidently is a tempting factor for 

instructors to use it as a teaching strategy since the knowledge of L1 means having a 

common ground for more effective communication and comprehension.  

As for the purposes of L1 use for instruction, the researcher assumed in the 

pre-research stage that NNS instructors would depend on it most to „explain 

grammar‟ and „translate vocabulary or sentences‟. The observations showed that 

while these two strategies were still among the top practices of the NNS instructors, 

„translating vocabulary or sentences‟ was surprisingly the most commonly used 

strategy by NS instructors. Another assumption that the researcher had before the 

research was NS would use learners‟ L1 mostly for informal and friendly talk with 

the learners or telling jokes to them in order build rapport and break the cultural 

barriers between them. In Ford‟s (2009) study, majority of the instructors stated that 

they consciously used English in class in order to create a positive and friendly 

classroom atmosphere, which will also improve learning opportunities. Although this 

was also something frequently remarked by the NS instructors in the think aloud 

protocols, they barely used L1 for this purpose in their classrooms. As a matter of 

fact, NNS instructors used L1 for this purpose considerably more than NS. This 

might indicate that allowing time for informal talk to build rapport with the learners 

is as a significant issue for the NNS as it is for NS instructors. It can also be 

concluded that NS instructors place higher value on L1 for explaining complex 

grammar and vocabulary items to ease comprehension than using it for informal talk.  

When questionnaire results are compared to classroom observations, it is seen 

that there are strategies NS and NNS instructors use more frequently in practice than 

they think they do; „checking understanding‟ and „eliciting language‟. In fact, using 

L1 to elicit language was the most popular teaching strategy used by both groups. By 

considering the practices of instructors, it can be possible to suggest that this is 
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something strongly related to checking comprehension. It was observed that the 

instructors started off their lessons using English and they conducted presentation 

and eliciting stages in English. However, when the learners remained unresponsive 

during these stages, the instructors had the impression that what they had been saying 

so far was not delivered to learners. Therefore, the instructors immediately switched 

to the mother tongue in order to prevent any misunderstanding or incomprehension. 

Schweer‟s (1999, p. 9) study also provides significant evidence about the use of L1 

for the same purpose. One of the teachers in his study points out “It is important as 

you go along to periodically make sure students are understanding. I will ask, “Does 

everyone understand?”, “Who can say what I just said in Spanish?” and I wait until I 

get an acceptable translation.”. These findings may suggest that L1 has a 

confirmatory role which is widely approved by both NS and NNS instructors.  

The greatest discrepancy observed between NS and NNS instructors in the 

lessons was „focusing learners‟ attention‟.  Although NS instructors highlighted its 

significance both in the questionnaire and think aloud protocols, they did not use it in 

the classroom. This might be either because the lesson was really interesting and 

engaging for the learners or because it was too simple for them. This, however, does 

not mean that the NS instructors did not focus learners‟ attention at any point during 

the observed lessons. Rather, they did this by using other techniques such as raising 

or lowering their voices or using their mimes and gestures, which suggests that 

although NS highly promote the use of L1 to focus attention, they would rather resort 

to other techniques than L1 to do this.  

In brief, the findings of the second research question show that some of what 

NS and NNS instructors do in practice can be different from their perceptions.  

 

            5.1.3 Discussion about the reflections of NS and NNS instructors about 

using L1 in their classroom practices. The last research question of the study 

investigated the reflections of NS and NNS instructors and sought what kinds of 

differences the two groups of instructors had about using L1 for instructive purposes. 

The data were obtained through think aloud protocols from the instructors whose 

lessons were observed. The findings of the think aloud protocols revealed that both 

NS and NNS instructors‟ reflections on L1 use are based on the same beliefs and 

opinions; and their justifications for L1 use comply perfectly with these opinions. 
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One of the most frequently emphasized points of the think aloud protocols 

was L1‟s efficiency to clear up confusion, especially when correcting errors, 

explaining grammar and teaching vocabulary. The instructors from both groups 

indicated that while explaining grammar and vocabulary, L1 is particularly important 

as it eases the comprehension of abstract and difficult concepts, which saves learners 

from a feeling of frustration they have when they do not understand. It can be 

inferred from these statements that rather than rendering the learners confused and 

watch them try to deal with the language itself, the instructors would rather explain 

everything to learners simply in a language they can understand and then let them 

deal with the practice and production stages. In a similar manner, Storch and 

Wigglesworth (2003, p. 760) suggest that “ the use of L1 allows learners to analyze 

language and work at a higher level than would be possible were they restricted to 

sole use of their L2.” 

The instructors also implied that at some points, the use of L1 can even help 

better retention and memory if there are strong associations made between the two 

languages while teaching. Yet, the instructors claim these points to be valid only if 

they are teaching lower levels, as the upper levels would have enough language 

background to be able to deal with these difficulties. In a similar fashion, Cook 

(2001) argues that L1 should be used for lower-proficiency students as they have 

very little target language linguistic knowledge. Thus, it can be inferred that L1 

undertakes an associative role between the two languages, which provides learners 

with an efficient way of comprehending the target language. 

Another point frequently underlined by the instructors was L1‟s efficiency in 

timesaving. The instructors pointed out that they generally try to save time while 

teaching grammar and correcting errors. Instructors from both groups indicated that 

they first do their best to introduce any target language in English in the simplest 

way possible; preparing well-planned lessons supported with lots of visuals and extra 

materials that can help learners to gain awareness by using their background 

knowledge. However, they also pointed out that in some cases the learners may not 

be able to get the message in spite of all the materials and the effort the instructors 

have put through. Even when this is the case, they said that they would still not resort 

to L1 immediately and they would still try to explain the point from the start once or 

twice. They stated that they switched to L1 only if all the previously mentioned 

stages seem to fail for at least some students because they would no longer want to 
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waste their time in class sticking to one single point, as their daily or weekly program 

is too busy to handle this. The NS instructors who do not have enough proficiency in 

Turkish, on the other hand, indicated that they even asked their NNS partners to go 

through the introduced language item or they simply directed the learners with 

difficulties to their non-native instructors for a short tutorial. The instructors made 

similar statements for correcting errors and pointed out that in cases when the 

learners have difficulty in noticing or correcting their errors, they try to help them 

notice by using English first. However, if the learners cannot or if they start to 

produce further errors, they have to intervene in the error correction process with 

learners‟ L1 in order to prevent a bigger problem and gain them awareness.  

Finally, the most frequently highlighted and supported function of L1 use in 

class for most instructors was „focusing attention‟. The instructors stated that they 

used this function a lot as it provides them with many benefits such as changing the 

pace of the lesson, eliminating distraction of learners, raising awareness on what is 

being taught, and controlling and disciplining the class without threatening or 

reprimanding learners. They indicated they used this strategy particularly for the 

purposes of controlling the class and eliminating learner distraction. As a matter of 

fact, the instructors believe that this strategy can also be implemented successfully 

by using English as well; however they still do not believe that it is a good idea and 

they would still prefer to use Turkish. Their claim is that during the lesson, every 

word uttered in English sounds like white noise after a while and at this point, any 

instruction, warning or reprimand directed at the learners is seemingly futile. In such 

situation, hearing Turkish brings them out of a trance after hearing English for a long 

time; and English never makes such a strong effect as Turkish does to suddenly alert 

learners. Actually, they pointed out that they would prefer to use any language other 

than English to eliminate distraction.  

            To summarize, the findings of the last research question demonstrate that 

there is a strong agreement between the reflections of the NS and NNS instructors in 

using L1 for teaching. 

 

5.2 Pedagogical Implications 

 

This study has notable implications to be taken for granted about the use of 

L1 in EFL classrooms. As previously discussed, several researchers have highlighted 
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various practical uses and advantages of using the learners‟ mother tongue in EFL 

classroom both for learners and for instructors. Most of the previous studies in the 

literature, however, focus either on how the non-native instructors of English use 

learners‟ L1 to their learners‟ or their own advantage or how learners used their L1 to 

learn the target language in the monolingual setting. To fill in this gap, the present 

study was designed to go beyond what is already known and tried to gain a new 

perspective about other users of learners‟ L1 in this setting; native speakers of 

English. Therefore, in this study, learners were not involved in data collection 

process, yet non-native instructors of English took part in it in an attempt to 

investigate the key roles of both groups of instructors in EFL classroom setting. The 

data collected depended mainly on instructors‟ perceptions and reflections as well as 

their teaching practices in order to see whether these perceptions and reflections are 

implemented into their actual teaching practices. 

Furthermore, this study has significant implications both for NS and NNS 

EFL instructors and administrators of language programs and institutions as well. 

First of all, the study presents that not only NNS instructors of English use their 

shared knowledge of L1 with the learners but also the NS who speak learners‟ L1 

(regardless of their proficiency or fluency) admit that they make use of learners‟ L1 

in various situations and for various purposes. Besides, they claim that there are 

many benefits of L1 as a teaching strategy when used judiciously. In this respect, 

foreign language instructors may want to go through their current language teaching 

approaches, especially if they have adopted a „target-language-only‟ approach, and 

reconsider the cognitive or practical benefits regarding the use of L1 in the EFL 

classrooms. Likewise, these insights may also help language program administrators 

reconsider and change their attitudes towards hiring native instructors only. Since 

this study signifies that many native instructors believe in the efficiency and 

practicality of using learners‟ L1 in certain circumstances, they tend to use L1 in the 

classroom as their non-native colleagues do. As this is the case, it might not be 

wrong to assume that hiring only native instructors will not necessarily mean the 

total removal of L1 from the classroom provided that it is monolingual.  

Regarding the aforementioned points, the findings of this study are 

significant for the efficiency and preferability of L1 use in EFL classrooms. Thus, it 

may serve as a model study for other studies which will aim to support the use of 

mother tongue in second/foreign language classrooms. 
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5.3 Conclusions 

 

The results of this research study revealed that the use of L1 as a teaching 

strategy has positive implications in the EFL classroom. The data collected through 

the questionnaires, observations and think aloud protocols indicated that, the 

judicious use of L1 to teach the target language is welcomed and favored both by 

native and non-native instructors for various purposes such as clarifying TL 

meaning, checking comprehension, focusing learner attention and building rapport 

with learners. The findings of the study also proved that the perceptions, teaching 

practices and reflections of both native and non-native instructors about the use of L1 

bear strong similarities with each other. 

To conclude, the aim of the study was to explore the perceptions of native 

and non-native instructors about the effectiveness of L1 to teach TL at a private 

(non-profit, foundation) university language preparatory program in Turkish EFL 

context. For this reason, the study focused on the most commonly used strategies of 

L1 to teach the TL and aimed to find out what native and non-native instructors of 

English did differently from each other in practice and why. With the obtained 

findings, this study suggests that the long-forgotten L1 should be re-evaluated as a 

teaching strategy in the EFL classroom for its various benefits for both learners and 

instructors. 

 

5.4 Recommendations for Further Research 

 

This study has a few important recommendations for further research. First of 

all, a further study could be conducted to examine native and non-native instructors‟ 

perceptions on some other uses of L1 as a teaching strategy such as teaching 

discourse, managing tasks or discussing cross-cultural issues in the EFL classroom.  

Second, as this study was conducted with instructors teaching elementary 

level classes, their perceptions and reflections were mainly related to this particular 

group of students. Linked as a further step of this study, another study could be 

conducted to explore the different purposes for which L1 can be used in different 

proficiency level classrooms. 



 60 

Third, as previously stated, none of the native participants‟ proficiency in 

learners‟ L1 in this study was above „intermediate‟. As some native instructors 

indicated in the think aloud protocols that they would use L1 more were they more 

proficient in it, a further study can be conducted with native instructors who are more 

proficient or fluent in learners‟ L1. 

Another comparative study can be conducted about native and non-native 

EFL instructors‟ perceptions about the advantages and/or disadvantages of L1 use in 

class with an attempt to find out whether advantages outweigh the disadvantages or 

vice versa.  

Finally, a follow up study could be carried out with the language learners to 

find out and compare their perceptions about the advantages and/or disadvantages of 

L1 use in class.  
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APPENDICES 

 

 

A. Questionnaire Sample 

 

Dear colleagues, 

 

I am studying on my Master‟s degree in English Language Teaching Program 

at Graduate School of Educational Sciences at a private university in Istanbul, 

Turkey. The main purpose of my thesis is to investigate the role of learners‟ first 

language (Turkish) to teach the target language (English) in preparatory program; 

and also explore how often and for what different teaching purposes native and non-

native instructors of English use learners‟ first language in monolingual EFL 

(English as a Foreign Language) classroom.  

This questionnaire has been prepared to serve as a data collection instrument 

for my study and aims to obtain specific information about EFL teachers‟ beliefs and 

perceptions about the use of L1 (Turkish) in teaching English. In this questionnaire, 

you are kindly asked to reflect your genuine thoughts about using learners‟ first 

language (Turkish) to teach the target language (English). 

Your sincere and frank comments and experience will provide me with 

valuable data. 

I assure you that the information will be confidential and used for research 

purposes only. For any further questions, you can email me from the address below. 

 

Thank you for your contribution and cooperation. 

 

 

Burçin Balabakgil 

The Department of English Language Teaching 

MA student at Bahçeşehir University 

 

burcinbalabakgil@gmail.com 

 

mailto:burcinbalabakgil@gmail.com
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Your name and surname (your name will not be used in research, it is required for 

the observation): 

 

 

1. What is your level of Turkish proficiency?* 

o Beginner 

o Elementary 

o Pre-Intermediate 

o Intermediate 

o Upper-Intermediate 

o Advanced 

 

2. Should Turkish (L1) be used in the classroom?   

o Yes 

o No 

 

3. How often do you think Turkish should be used in the classroom? 

o never 

o sometimes 

o very rarely 

o very frequently 

 

4. Do you think the use of Turkish in the classroom helps your learners learn 

English? 

o no 

o fairly much 

o a little 

o a lot 
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5. What are your perceptions about the use of L1 as a strategy in EFL classroom?  

 

 
L1 should be used in an EFL 

classroom to… 

strongly 

agree 
agree 

somewhat 

agree 
disagree 

strongly 

disagree 

1 
teach the target language more 

effectively 
o  o  o  o  o  

2 
help learners learn the target language 

more effectively 
o  o  o  o  o  

3 
help define/explain new vocabulary 

items 
o  o  o  o  o  

4 explain complex grammar points o  o  o  o  o  

5 explain difficult concepts or ideas o  o  o  o  o  

6 
practice the use of some phrases and 

expressions 
o  o  o  o  o  

7 
check understanding (of talk, text or 

instructions) 
o  o  o  o  o  

8 elicit language o  o  o  o  o  

9 give instructions o  o  o  o  o  

10 
motivate students (e.g. telling jokes, 

riddles etc.) 
o  o  o  o  o  

11 give feedback o  o  o  o  o  

12 
give suggestions on how to learn 

effectively 
o  o  o  o  o  

13 help learners understand new concepts o  o  o  o  o  

14 
help learners understand new 

vocabulary 
o  o  o  o  o  

15 
help learners understand grammar 

points better 
o  o  o  o  o  

16 
make it easy for the teacher to control 

the class 
o  o  o  o  o  

17 
make learners feel comfortable and less 

stressed 
o  o  o  o  o  

18 help low-level learners o  o  o  o  o  

19 
create a foreign language friendly 

atmosphere  
o  o  o  o  o  

20 

save learners from a feeling of 

frustration they might have within their 

foreign language learning 

o  o  o  o  o  

21 

allow teachers to use richer and more 

authentic texts, which means more 

comprehensible input and faster 

acquisition 

o  o  o  o  o  

22 
be more economical as far as time is 

concerned 
o  o  o  o  o  

23 
focus learners‟ attention when they are 

distracted 
o  o  o  o  o  

24 

increase students' understanding of 

English when there is marked 

discrepancy between Turkish and 

English language system 

o  o  o  o  o  
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6. What percentage of time do you think L1 (Turkish) should be used in the class? 

Choose one. 

o 10% or below 

o 20% 

o 30% 

o 40% 

o 50% 

o 60% 

o 70% 

o 80% 

o 90% 

o 100% 

 

7. Do you think a native instructor of English should acquire some knowledge of 

Turkish?* 

o strongly agree 

o agree 

o not sure 

o disagree 

o strongly disagree 

 

8. If you were to use Turkish as a teaching medium, for what course/skills would you 

find it more necessary? 

o Listening 

o Speaking 

o Reading 

o Writing 

o Grammar 

o Vocabulary 

o Pronunciation 

o Discourse 

 

* Required only for native speaker instructors 
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B. Classroom Observation Track Sample 

 

Occasion 

 

Explaining 

Grammar 

Translating 

Vocabulary 

or 

Sentences 

Giving 

Instructions 

Checking 

Understanding 

of concepts, 

talk, text or 

instructions 

Eliciting 

Language 

Focusing 

Learners‟ 

Attention 

Talking 

about 

Learning 

Giving 

Feedback 

Disciplining 

and Class 

Control 

Informal 

or 

Friendly 

Talk with 

Learners 

Total Numbers 

Instructor 1           

Instructor 2            

Instructor 3           

Instructor 4           

Instructor 5           

 

 

C. Think Aloud Protocol Question Template 

 

1. What did you use the L1 for? (e.g. to give instructions or to explain grammar) 

2. Are there any alternatives you could have used? 

    If yes, why did you not use them? 

3. Do you think the use of L1 helped learners comprehend better? 

4. What were the factors that affected your L1 choice (Turkish use) during the 

lesson? 
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