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Abstract
There have always been contradicting views about whether or not to use the L1 of the students in the EFL
classroom. While some researchers claim that the L1 should not be used in L2 classrooms, others think
that it makes a valuable contribution to the learning process. Thus, the present study sought to explore
the teachers' and students’ beliefs about the use of L1 in the context of ongoing debate among
researchers and practitioners on whether or not to use the L1 (Afaan Oromoo) in the EFL classroom. Two
English teachers and forty-one students of grade seven in Shambu primary school were involved in the
study. In this study, data collected through semi-structured interviews and questionnaires were analyzed.
The results revealed that both teachers and students had positive beliefs about the use of L1 in the
English teaching-learning process. The �ndings showed that the teachers’ use of the students’ L1 in
vocabulary and grammar lessons, in particular, facilitates the students’ English language learning. The
�ndings depicted that students prefer to use L1 in the English learning process because they have a
better understanding, have a secure feeling in expressing their ideas, and master grammar points.
Furthermore, the result of the study also indicated that both teachers and students perceive the necessity
of judicious use of L1 to facilitate the teaching and learning of the English language.

Introduction
In the context of English as a foreign language teaching and learning, the use of the �rst language
(henceforth, L1) in the English (henceforth, L2) classroom has been and continues to be a controversial
issue among language practitioners-teachers and linguists. The case has become even more signi�cant
in EFL classrooms where students and teachers share a common L1. Some linguists, in Brown’s (2000)
opinion, assume that students’ L1 is counterproductive and therefore should be banished from English
classes, while others assert that L1 facilitates the process of learning L2. Yet, no research �nding appears
to have been entirely persuasive in this regard.

Those who support the monolingual approach have tended to make claims based on theoretical
arguments such as the idea that learning is heavily in�uenced by the quantity of exposure to the
language. They have also based their teaching methods on the Direct Method. Krashen was one of the
opponents of using L1 in the EFL classroom (1985). Krashen believed that students should have the
most possible exposure to the L2 and lessons should be conducted in target language (TL) as much as
possible. He claimed that using L1 diverts students’ attention away from L2 learning (Krashen 1985: 14).
Furthermore, Sharma (2006: 80) claims that the rationale for using only the TL in the classroom is that
“the more students are exposed to English, the more English they will learn; as they hear and use English;
they will internalize it to begin to think in English.” This means that a maximum exposure to the TL has a
crucial importance as the use of L1 may obstruct the process of L2 learning.

Opponents of the monolingual approach, on the other hand, have frequently focused solely on the fact
that students generally support the use of L1 in the classroom. Bilingual supporters argue that prohibiting
students from using the L1 in L2 classes prevents them from expressing themselves clearly and
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effectively, resulting in communication issues such as misunderstandings in the classroom. According to
Harbord (1992, p. 351), a teacher's refusal to answer a question like "What does... mean in English?" is
highly unlikely. According to a study conducted by Al-amir (2017) on Saudi Female Teachers' Perceptions
of the Use of L1 in EFL Classrooms, the majority of teachers agreed to the use of L1 in the classroom. In
the same vein, those advocating bilingual approach believe that using students L1 can facilitate teaching
and learning process of the TL (Miles, 2004). Moreover, according to the study conducted by Yenice
(2018), students have positive views of the use of L1 in EFL classes.

Along the same line, Valencia (2019) emphasized that the integration of L1 in L2 classes positively
affects the L2 teaching and learning processes and can help the students achieve their learning goals.
The result shows most EFL teachers and students often resort to L1 during the learning and teaching
process. Such realization has encouraged the emergence of more and more advocates of L1 use in
SL/FL classrooms. Similarly, Nation (2003) and Larsen-Freeman (2012) argue that students’ L1 should
not completely be avoided from SL or FL classes. They reiterated that a judicious and well–planned use
of the students’ L1 could have positive results.

In support of L1 use, Macaro (2001) argues that L1 represents a powerful source that can be used to
enhance FL learning, but it should be used in a principled way. Wells (2020) illustrates and explicates the
valuable role that interaction in L1 can play in the collaborative performance of tasks in L2 and, hence, in
the creation of opportunities for learning L2. Auerbach (1998), cited in Sharma, 2006: 81, not only
acknowledges the positive role of the L1 in the classroom but also identi�es different areas in lessons in
which L1 can be pro�tably used. Language analysis, class management, presenting grammar rules,
giving instructions, explaining errors, and checking for comprehension are among the areas Auerbach
identi�ed for L1 use. According to the study conducted by Voicu (2012), beginners will probably progress
at a quicker pace if the use of L1 is allowed in the classroom.

In the Ethiopian context in general and the Oromia Region in particular, English is taught as a foreign
language. In this context, the only place learners are expected to use the language is in the school.
However, English has long been distanced from being a medium of instruction in schools. This was
happened without creating an alternative opportunity for students to help them to enhance their English
language ability. It deemed that the situation badly affected the English language teaching and learning.
However, the use of L1 in the L2 classroom is a common practice, i.e., both teachers and students use L1
in their EFL classroom regardless of the controversies surrounding the use. In addition, in primary
schools, voices are being heard amongst English teachers where there have been divided opinions on
how to teach English, especially regarding the use of L1, in this case, Afaan Oromoo. They are arguing
against each other about whether using L1 in the L2 class bene�ts or hinders students’ English learning.
Little is known about the phenomenon in the local primary school English language classroom context.
This observation gave rise to questions in this research about the beliefs of L1 use to learn/ teach L2, and
whether the use is valuable or detrimental to L2 learning.
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Many studies have been conducted in different parts of the world to settle the debate about L1 use in L2
classrooms. However, to date, very few studies in the Ethiopian educational context have addressed the
issue of using L1 in their English classroom instruction, even though this practice commonly occurs. Two
studies (Kenenisa, 2003 & Jemal, 2012) were conducted at the college level on the use of Afaan Oromoo
in English classes. The studies showed that students and teachers were using L1 in their EFL classrooms.
Another local study was conducted on L1 use where students’ L1 was Amharic (Abiy, 2012). The results
revealed that the majority of the participants preferred to use their L1 for discussing ideas at the
prewriting stage of L2 writing.

These studies appear to be different from the present study; they focused on different contexts -place,
language, and grade levels. As far as my knowledge goes, no study has been carried out on beliefs of L1
use in the EFL classroom in the context of the primary school in Ethiopia. It is the recognition of this lack
that gave rise to this study. Therefore, this study was designed to explore teachers and students' beliefs
about the use of L1 (Afaan Oromoo) in EFL classes. More speci�cally, the study tried to seek answers to
the following questions:

1. What are primary school English teachers’ beliefs about L1 use in English lessons?
2. What are students’ beliefs about using L1 in English lessons?
3. Do teachers' beliefs match the students’ beliefs about L1 use in English lessons?

Literature Review
Using students’ L1 in ESL/EFL classrooms has been a debatable issue among English language teachers
and researchers for a long time. The issue has persisted in linguistics for a long time with its ups and
downs for various reasons. The �rst recognized method, the Grammar Translation Method (GTM),
particularly emphasizes the use of learners’ L1 in improving their L2 acquisition. The focus of this
method was to enable the learners to read and translate texts with grammatical rules and vocabulary
learned by memory. After the realization of the ine�ciency of GTM, L1 use in L2 classrooms was
criticized as aimless, uncommunicative, and useless in developing learners’ �uency in L2 and a good
model of teaching L2 required a highly restricted monolingual policy (Inbar-Lourie, 2010).

Moreover, the predominance of the Direct Method and later the Audio-Lingual Method contributed to the
idea of excluding the L1 from the L2 classroom (Corcoran, 2008). Communicative Language Teaching
(CLT) and more recent approaches, such as Task-Based Instruction, do not explicitly go up against L1 use
in L2 classrooms. These most recent methods call for minimizing any use of L1 as much as possible.

Certain researchers claim that using L1 in the L2 classroom might affect students’ learning process
negatively since it reduces the learners’ exposure to the L2 and reduces their opportunities for using the
TL. According to Krashen and Terrell (1983), L1 should not be used in the L2 classrooms to enhance
students’ exposure to the L2, since students acquire the L2 the same way they acquire their L1.
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Another argument is the interference from the L1. Interference can lead to di�culty in L2 learning and to
avoid that, L1 should be separated from L2 learning (Cook, 2001 & Richards and Rodgers, 2001). In line
with this, Auerbach (1993) indicated that students will learn more quickly if they are exposed more to L2;
as they hear and use L2, they will internalize it and begin to think in L2. Similarly, Polio and Duff (1994, p.
322) insist that using L1 “prevents students from receiving input they might be exposed to in social
situations outside the classroom”. The supporters of the use of only L2 in the L2 classroom believe that
the use of the L1 would hinder learners’ acquisition of the TL. They believe that the use of the L1 in the L2
classroom would re-introduce the GTM to the L2 classroom.

In contradiction to the above reviews, Storch & Wigglesworth (2003) believe that the use of the L1 offers
cognitive support, making possible the exploration of language and the production of more advanced
levels of work. Supporting this idea, Cook (2001) proposes that L1 and L2 knowledge be interlinked in the
students’ minds through discovering similarities between the two languages. In the same way, McMillan
and Rivers (2011) further argued that selective use of the L1 can "play important cognitive,
communicative, and social functions in L2 learning" (p. 252).

Regarding the use of the L1 in the L2 classroom, it is important to �nd out how teachers and students feel
about it. By exploring teachers’ beliefs about L1 and L2, Macaro (2001) presented three positions with
respect to the use of L1 in L2 classrooms. The �rst one is a virtual position, which perceives no
pedagogical bene�t or communicative value in the L1 at all during L2 learning. The second one is the
maximal position, which contends no pedagogical value in L1 use, but acknowledges that the ideal
classroom does not exist in reality and therefore the L1 can be used as a last resort. The third position is
the optimal position, which supports the judicious and principled use of L1 in the L2 classroom.
Proponents of this position think L1 is used as a strategy that can enhance learning (Macaro, 2001). In
addition, researchers (Swain and Lapkin, 2000) who advocate optimal or judicious L1 use, argue that the
L1 use is a communicative tool that aids the negotiation of meaning and helps learners to complete
tasks successfully.

L1 must be used only when it is necessary (Voicu, 2012). Voicu (2012) calls for a principled use of L1 and
claims that L2 must be used as the medium of instruction when possible and that L1 can be used only
when it is necessary. Besides, Nation (2003) suggests that L2 use should be maximized and that L1
needs to be used only under certain conditions and circumstances.

In a nutshell, the debate over the use of L1 in FL teaching has not been settled yet. It was initiated by the
common resolute view that L1 blocks the process of acquiring the TL, while the other view claims L1 use
is the veri�cation of learning the TL. Given the controversies surrounding the use of L1 in L2 classes and
the inconclusive research �ndings in this area, how teachers and students believe the aforementioned
discussion is an important aspect of this arena.

Research Methodology
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Design
Since the main aim of the current study is to explore EFL teachers and students’ beliefs about using L1 in
primary school context, the study adopted mixed methods- using both qualitative and quantitative data. A
mixed-method approach may gain the advantages of a qualitative method, such as the richness of data,
which provides depth for the study, and the advantages of a quantitative method, such as the ability to
analyze a large number of a certain sample (Denscombe, 2010). For this research, a case study design
was chosen because, as signaled by Merriam (1998), such a design "is employed to gain an in-depth
understanding of the situation and of its meaning for those involved." The interest is in the process rather
than in the outcomes, in context rather than a speci�c variable, in discovery rather than con�rmation (p.
19). Thus, a case study is favored since research questions are predominate "why" and "how" questions
and the researchers do not fully control the situation (Yin, 2009).

Sampling Procedures
The focus of this research is to explore teachers' and students' beliefs ABOUT the use of L1 (Afaan
Oromoo) in the EFL classes in primary school. The sampling technique used in the study was purposive
sampling. A purposive sampling strategy was appropriate for use in this study; it allowed the
consideration of accessibility, willingness, and availability of participants. The school and participants
were selected for the study because these classes and teachers were conducive to the researchers.

Participants
This study took place at shambu primary school in Shambu town, Oromia, Ethiopia. This school is one of
the �ve public primary schools in the town. The school had eight sections of grade seven students taught
by two teachers. The two teachers were taken for the study. Each teacher had four sections of students to
teach. For the study, two sections were selected. One of the sections was taught by the �rst teacher while
the other section was taught by the second teacher, (First and second refer to the order of the teachers’
acceptance of my request for participation). Afaan Oromoo was the mother tongue of both teachers.

The school had 140 students in grade seven in the academic year of the data collected. The study
involved 41 grade seven students of the two selected sections. Participation in the study was based on
the participants’ consent. The participants’ consent was obtained after they were given a brie�ng about
the purpose of the study. In addition, six students were selected for interviews. All the student participants
were Afaan Oromoo native speakers.

Instruments
Two data gathering instruments, namely, a semi-structured interview and questionnaire were used for
data collection.

Interview
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A semi-structured interview is used to obtain deep, free and �exible responses from study participants
concerning their beliefs, feeling, or emotions about certain questions (Selinger and Shohamy, 1988).
Su�cient data on the participants’ understanding of the use of L1 in L2 class was accessed in the study.
In addition, the study used the stimulated recall techniques to discover the participants’ thoughts and
feelings. As signaled by Gass and Mackey (2000), a stimulated recall stands for the stimulus used to
“activate or refresh the recollection of cognitive processes so that they can be accurately recalled and
verbalized” (p. 53). Classroom audio recording was used for stimulated recall interviews. The audio
recording was essential to capture any teaching incidents regarding the use of L1 in EFL classes. These
incidents were used to recall thoughts teachers entertained while carrying out certain tasks using L1 in
the English classroom. The researcher conducted four classroom audio recordings (two for each teacher)
in order to conduct Stimulated recall techniques to discover the participants’ thoughts and feelings about
the use of L1 in English lessons.

Questionnaire
The questionnaire is used to collect quantitative data about the students’ perceptions of the use of L1 in
EFL classes. The questionnaire was prepared for the students, believing that respondents would answer a
questionnaire more frankly than they would answer an interviewer, because of a greater feeling of
anonymity. The questionnaire was in Afaan Oromoo (students’ mother tongue), and the reason was that
the students are primary school students and it could be di�cult for them to understand and answer in
English. Therefore, this is to draw their attention to the information rather than the language so that the
students can easily understand it.

Procedures
The �rst method of data collection used in this study was the interview. Next, the students’ questionnaire
was administered to students in the two sections that had been planned to be audio recorded. Then, the
researchers conducted stimulated recall interviews in order to discover the participants’ views, feelings,
and thoughts regarding L1 use in English classes.

Data Analysis
To answer the research questions, the study integrated the qualitative and quantitative research methods
of data analysis. First, the qualitative data analysis that involved thematic analysis of data from the
interviews was analyzed. Then, the quantitative data collected through questionnaire were presented in a
form of the table using frequency, percentage, mean and standard deviation; also, an inferential statistics,
i.e. one sample T-test was employed to show if the difference is statistically signi�cant or not on the
aspect of students’ perception towards the use of L1 in English lesson.

Results

Question 1: teachers’ beliefs about L1 use in English
lessons
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Using L1 in L2 lessons appeared in the data as a teaching strategy among all the participants. Teachers
reported that they felt that their students could not understand when English was used as a medium of
teaching. One teacher for example narrated the following:

“When my students do not understand English, I use their mother tongue” (T2).

Teachers shared their views about the students´ L1 use in English lessons. Both teachers agreed that
Afaan Oromoo had a role to play in their classrooms’ daily teaching practices for different purposes. They
provided insights into using L1 as a teaching tool in EFL classrooms. The teachers used L1 for an
explanation of new vocabulary and grammar points. The following examples reveal the use of L1 in the
interviewed teachers’ daily English teaching:

“For me, using Afaan Oromoo is necessary for teaching English in our context. When I use English only …
the students’ reaction is very low…Then, Afaan Oromoo is the way to help students” (T1).

“I use Afaan Oromoo to keep students’ attention on a task. Without students’ mother tongue use, one
cannot be successful in his/her English teaching” (T2).

The teachers listed reasons for using L1 to explain grammar rules and vocabulary, simplify instruction,
and encourage and support the slow learners to participate in lessons or do activities.

Examples, from the transcribed data, are needed to illustrate the following.

explaining grammar rules and vocabulary

simplifying instruction

encouraging students to participate in lessons

supporting the slow learners to do activities

They use L1 when there is no other way to make the task understandable for the students. In addition,
they use it to make tasks more interesting, communicative, and meaningful because all students can
participate and be involved in the lesson activities. Both teachers believed that using L1 could encourage
slow learners to do activities during lessons. The sampled teachers responded:

I use Afaan Oromoo especially for explaining grammatical rules. Since Students do not understand it, I
use Afaan Oromoo to simplify it.... When I feel that students did not get what I mean usually I have to
repeat it in Afaan Oromoo… (T1).

I think using Afaan Oromoo can make tasks more interesting, communicative, and meaningful because
all students can participate and be involved in the lesson activities… (T2).

Moreover, the teachers indicated that students have very limited exposure to learning English outside the
classroom. For that reason, they used L1 for the purposes of explaining and showing the differences
between L1 and L2. T2 said the following:
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“Students have very limited exposure to the English language, so we tend to use Afaan Oromoo for
vocabulary in order to explain the meaning of new words”... (T2).

The sampled teachers narrated the fact that some words are not clear in English and require translation
into L1. T2 has also illustrated the notions as follows:

“Frankly speaking, students are weak in English that makes me more di�cult to deliver lessons in English,
and so I think using Afaan Oromoo in teaching English is important”… (T2).

The sampled teachers replied concerning the amount of L1 use depends on the type of lesson and the
student's pro�ciency level. Teachers stated that students completely fail to understand the vocabulary
and grammatical rules unless L1 is used. They think that lessons, such as grammar, need more L1
support than others do. Both teachers said the following:

Different lessons need different amounts of Afaan Oromoo. Some lessons need less Afaan Oromoo.
Grammar lessons need more Afaan Oromoo. For example, speaking (conversations) do not need Afaan
Oromoo. I use Afaan Oromoo in EFL classes on average for up to 20% of the lesson time depending on
the situation. If students easily understand the lesson, I use fewer amounts or if the situation is di�cult,
more Afaan Oromoo is necessary. So, there is no constant use of L1 since it depends on the situation… (
T1).

“I use Afaan Oromoo between 15–20% of the lesson period. Using more than this amount may limit the
students' English learning opportunities. Students should practice English repeatedly”… (T2).

Students’ English level of pro�ciency seems to be a key point in imagining the use of L1 in classrooms.
The teacher participants stated that using L1 could help slow students. Moreover, allowing the L1 in the
English classrooms is a signi�cant teaching tool to motivate slow learners to participate in classroom
activities. The teachers noted:

I have long experience in teaching English starting from grade one to eight. I believe students should be
helped and encouraged to learn English and, as English teachers, we have to follow any technique to help
them including using Afaan Oromoo… (T1).

When Afaan Oromoo is used, it clari�es students’ confusion… Therefore, I believe using Afaan Oromoo, in
this case, is effective because using two languages (Afaan Oromoo and English) is believed to support
slow students in their language learning process… (T2).

Moreover, for teachers, allowing L1 in the English classrooms is a signi�cant teaching tool to motivate
learners to participate in classroom activities. They approved the facilitating role of L1 in terms of
motivation and stated that L1 helps the learners feel comfortable and con�dent by overcoming their
language anxiety and therefore play a mediating role. Furthermore, they claimed that L1 should be used
as a last resort. Both teachers narrated the following ideas:
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If the student is a latecomer and knocks on the door being outside the class, the teacher has to ask Afaan
Oromoo, why late. As an English language teacher, one should ask him/her self that how the students
feel and we need to realize what is going on in the students’ minds…(T1).

I consider my learners should be helped and encouraged to learn English. Students are not free when they
learn English, especially when speaking English. Afaan Oromoo reduces such inconveniences and
develops students’ con�dence in learning English… (T2).

The teachers claimed that L1 should not be excluded from EFL classrooms. They claimed that they used
L1 for two main reasons: �rst as a teaching tool and second, for motivating learners. T1 narrated the
following:

Prohibiting Afaan Oromoo in English classrooms may create a serious problem because learners were
grown through this method. If you disallow the use of Afaan Oromoo, it may clash with English learning…
Students cannot understand unless you integrate Afaan Oromoo into English teaching. Therefore, all
these problems collectively create di�culty on ELT… (T1).

Question 2: Students’ beliefs about using L1 in English
lessons
The students stated that they felt L1 was necessary for some reasons, the highest of which was the
aspect of lack of understanding, as based on their own limited knowledge of English. The students
stressed the importance of L1 in learning grammatical aspects and new vocabularies. They also pointed
out that the L1 was important in teaching English language structure and clarifying instructions. They
further highlighted that L1 was helpful in doing group work activities, and sometimes to discuss personal
issues with teachers and classmates. The following are instances in which students want L1 to be used:

explaining grammar rules

vocabulary meaning

clarifying instructions

doing group work activities,

discussion of personal issues

For example, one student said, “I don’t have su�cient English words to understand English lessons,”
another student said “Because I �nd it di�cult (without Afaan Oromoo),” and yet another stated, “one of
the main reasons I use Afaan Oromoo is it helps me understand better.”

The �ndings show that the majority of students agreed on the idea of L1 inclusion in EFL classrooms, as
it assisted with some functions: learning grammar and vocabulary; clarifying instructions; discussing in-
group work activities and speaking about personal issues. The interviewed learners indicated that they
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needed the L1 to learn English grammar. The students stated that a lack of proper English grammar
knowledge push them to shift to the L1. For example, S1 said:

“Knowing the Afaan Oromoo equivalent of an English grammar point helps us gain a better
understanding of it. Using Afaan Oromoo facilitates learning grammar”… (S1).

Regarding clarifying instructions, student participants described the L1 as a learning tool that could help
them to understand different language components and speci�cally to comprehend aspects related to
classroom instructions. For instance, S2 said:

“English teachers should use Afaan Oromoo because not all students could understand their instructions
if only English is used” (S2).

Similarly, S6 a�rmed:

“Sometimes I could not understand some instructions in English. If English is only used, I feel confused
and frustrated because I do not know what I should do or what my teacher asks for”…(S6).

The student participants also described the L1 as a valuable tool that helps them to understand group
work activities. All the interviewed students claimed that they used the L1 when they were doing group or
pair-work tasks. For example, S5 said:

“For me, it is a habit to speak in Afaan Oromoo while doing any pair or group works; Afaan Oromoo is
very useful to understand the tasks”… (S5).

In addition to student interview results, the student questionnaire data shows that all students agreed in
general (mean score > 3) that L1 was needed to be used in EFL classrooms. To Table 1, almost all
students responded positively regarding the use of L1 in English classes. This shows that EFL students
perceive the use of L1 as a useful facilitating tool in their English learning. A high percentage of
respondents agreed or strongly agreed with the usefulness of L1 in the English class.

The Table tells that almost all the students agreed that L1 would facilitate the language learning process.
Using a one-sample t-test, the mean score was found to be M = 4.08, (SD = 0.88) for all items and it is
signi�cantly different (p = .000) from the test value of 3. The results of one sample statistics revealed that
there is a statistically signi�cant difference between students’ perceptions and the use of L1 in English
language learning classrooms. In general, the results indicated that students perceived the use of L1 in
the English classroom as useful because they believed it helped them to learn English better. Hence, it can
be concluded that students hold signi�cant positive perceptions of using Afaan Oromoo in the EFL
classroom.
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Items Strongly
Disagree(1) %

Disagree
(2) %

Neutral
(3) %

Agree
(4) %

Strongly
Agree(5) %

Mean SD

Q1 9.8 17.1 12.2 9.8 51.2 3.76 1.48

Q2 0 12.2 14.6 34.1 39 4.17 0.63

Q3 0 2.4 26.8 22 48.8 4.17 0.92

Q4 0 19.5 0 26.8 53.7 4.15 1.15

Q5 0 7.3 0 56.1 36.6 4.22 0.79

Q6 0 2.4 0 19.5 78 4.73 0.59

Q7 4.9 22 0 26.8 46.3 3.88 1.35

Q8 7.3 9.8 14.6 29.3 39 3.83 1.26

Q9 9.8 0 0 24.4 65.9 4.37 1.20

Q10 0 7.3 0 36.6 56.1 4.41 0.84

Q11 0 4.9 46.3 39 9.8 3.54 0.74

Q12 26.8 31.7 19.5 22 0 4.15 0.53

Q13 0 7.3 12.2 41.5 39 4.12 0.90

Q14 0 0 4.9 53.7 41.5 4.37 0.58

Q15 0 0 14.6 51.2 34.1 4.20 0.68

Q16 0 0 9.8 48.8 41.5 4.32 0.65

Q17 0 2.4 12.2 53.7 31.7 4.15 0.73

Q18 0 9.8 14.6 43.9 31.7 3.02 1.27

Q19 0 2.4 14.6 46.3 36.6 4.17 0.77

Q20 17.1 65.9 17.1 0 0 4.00 0.63

Total 3.78 11.22 11.71 34.27 39.02 4.08 .88

Overall, the students’ perspectives on the use of L1 in EFL classrooms could be attributed to almost
unanimous agreement on using L1 in English classrooms. As can be seen from the above table, an
average of 78% of students wanted L1 used in the class because they believe it facilitates English
learning. In addition, the majority of the student participants obviously think that using L1 helps
vocabulary learning; 36.6% of students agree and 56.1% strongly agree with Q.10, "I remember a
vocabulary item easily when the teacher provides an L1 equivalent." Moreover, nearly 93% (92.7%) of the
total respondents believe that they need their teachers to use L1 to learn vocabulary in English classes.
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Discussion

Teachers’ beliefs about L1 use
It is worth mentioning that the data collected in this study suggest that both teachers accept that they use
and allow the use of L1 in their classrooms. The overall results of the study showed that teachers had
positive views about the use of L1 in English classes. Teachers believed that L1 facilitated EFL learning
and made the teaching and learning process more effective. They suggested that using L1 in some
speci�c pedagogical situations was necessary, for example, in explaining new words and introducing
grammatical points. They believed that the L1 was bene�cial when they used it to clarify di�cult
concepts or grammatical points. It helps the students to have a quicker understanding of the L2
grammar.

Teachers utilized L1 while teaching grammar to be sure that the students understood the lesson. When
the teacher gave a translation of a new vocabulary item, the students felt they understood it immediately
and could therefore remember it. These results are in line with Macaro’s (2000) study, which reported
teachers’ agreement with using learners’ L1 in some explicit teaching situations, such as clarifying
challenging concepts.

It is apparent that teachers also believe that low pro�ciency students need L1 use and that the L1 may be
a valuable teaching resource for increasing the students’ comprehension of the L2. In literature,
concerning the uses of L1 and L2 in classrooms, many studies have found that the student's level of
pro�ciency has an effect on L1 use. Communication between teachers and students using the L1 may
create a more relaxed atmosphere in the L2 class (Bruen & Kelly, 2014), particularly by encouraging lower-
level pro�ciency students to engage in the class. Several more studies have pointed to pro�ciency level
in�uencing L1 use in L2 classrooms. For example, De la Campa and Nassaji (2009) found that students’
low level of L2 skills was a major factor in why the participating instructors chose to use L1 in their
classes. Moreover, Kharma and Hajjaj (1989) noted that teachers of beginners’ classes support L1 use
more than the teachers of higher-level courses. They suggested that the L1 use "decreases with the
increase of the students’ knowledge of the language being taught" (p. 228).

Even though the views of the sampled teachers in the present study were positive toward the use of L1 in
English classes, they preferred limited use of it. This view matches with the beliefs of teachers in a study
carried out by (Sali, 2012). According to the teacher's view, the student's level of pro�ciency is too low to
understand English-only classes. That is why teachers are eager to use students' L1 in English teaching.
This implies that teachers were not against the use of L1 in English classes, but they seemed to be
against overusing it, and therefore they argued in favor of limited use of it.

Another possible reason for this might be that the sampled teachers are aware of the disadvantages of
overusing L1 in English classes and/or because they believe students’ pro�ciency level is not su�cient to
understand English-only classes. This can be explained by their potential awareness of the bene�ts of
judicious and moderate use of L1. The �ndings of Kalanzadeh et al. (2013 also support these views. The
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reason for this view might be that they are likely to believe that L1 use does not always help L2 learning;
rather, they may believe that it helps to learn if used only when it is necessary. Moreover, the students feel
more secure and more successful in learning English when L1 is used. Furthermore, switching to the L1
may help to reduce language and culture shock in the L2 classroom (Auerbach, 1993). Consequently, L2
students, particularly those with low-level pro�ciency, become more comfortable and relaxed. They may
otherwise feel anxious in a monolingual teaching environment (Levine, 2003).

Students’ beliefs about L1 Use
As can be understood from the collected data, the students had positive perceptions of using L1 in the
English classroom. They understand English lessons better when their teachers integrate L1 into
explaining grammar and vocabulary. They saw L1 as a valuable resource for grammar and vocabulary
instruction. The study revealed that students showed a positive perception of the use of L1 in their
English classrooms. This agrees with the �ndings reported in Jemal (2012). Students feel more
comfortable when L1 is used in the class due to their insu�cient ability to understand English
instructions and use it.

In addition to grammatical and vocabulary explanation, the L1 is used for instructional purposes. The
result of the study indicated that students had a very strong positive perception of teachers’ use of L1.
Using L1 improves the metalinguistic awareness of the students, and it supports students’
comprehension abilities and language skills (Kaymakamoğlu & Yıltanlılar, 2019 Sali, 2014). Especially the
lower levels who have little or no knowledge of TL can identify the differences between their L1 and the
TL and they can identify the similar utterances with L1 (Cole, 1998). A possible explanation for this might
be their low level of English pro�ciency and their di�culties in understanding di�cult topics and concepts
without an L1 explanation. This is consistent with the results of Schweer’s (1999) study. Interestingly
enough, the data analysis showed that the students had positive perceptions toward teachers’ use of L1
to make students feel more comfortable and con�dent. The students also needed their teachers’ use of
L1 to make them feel more comfortable and con�dent during lessons.

Moreover, the students also had positive perceptions about the amount of L1 use. They seem not to favor
too much use of it. They do not disregard the importance of exposure to L2. They believed that to be able
to communicate in English, they should get exposure to the language as much as possible. Although
students perceived L1 as useful and of great help in the English classroom, they were aware of the fact
that, if overused, it might impede their English language development. Students’ interviews reveal the
need for teachers to minimize their use of L1. They believe that it is better if teachers use L1 only when
the students have di�culty understanding English.

Consistence of teachers’ beliefs and the students’ beliefs
about L1 use
Teachers and students’ responses in this study indicated that they had positive views about the use of L1
in their English learning and teaching. The overall positive beliefs about the use of L1 showed their
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recognition of the signi�cant contribution of L1 towards learning English. They applied L1 for different
purposes, considering it as a resource in teaching aids and a facilitator in learning English. It was found
that the teachers used L1 because the student's English language pro�ciency level was not adequate to
understand English. In addition, L1 helps students understand and learn better; it helps students
comprehend complex grammatical points and abstract concepts. Such help could go further and create a
positive L2 communicative environment, and this eventually encourages class interaction and learning.
And also, students use L1 because they think they are not pro�cient in English enough to use it, and it
helps them understand and learn English. This reveals that the L1 can work as a linguistic ‘scaffold’ for
students who cannot understand English without the supportive role of L1.

For the primary school level students, it is very di�cult for the teacher to communicate as they have very
limited word stock. Thus, L1 encourages students to communicate with teachers. If the learners can
understand their task and instruction, they may feel more secure which will give them the con�dence to
learn better TL. It has also been found that if the teacher gives instruction in L1, students can understand
better and follow the class more easily. As reported in the �ndings, the misunderstanding of a word's
meaning could in�uence learners’ ability to follow their teacher’s instructions and might cause confusion.
Students can also communicate with the teacher easily if L1 is used under the circumstances in which
they cannot answer in English. They also can ask questions in L1 when they need clari�cation. Hence,
teachers and students' beliefs about the use of L1 in English lessons are more or less consistent.

Conclusion
This study examined teachers and students' beliefs about L1 use in English classrooms and came up
with some startling �ndings. The results demonstrate that both the teachers hold similar beliefs that
mostly seem to show that limited and judicious use of the L1 in the English classroom does not reduce
students’ exposure to English, but rather can assist in the teaching and learning processes. The study
also supports the argument of previous studies that for EFL learners, L1 can be a cognitive tool, as it
provides scaffolding for learners in their practice to achieve learning tasks, supports students'
comprehension, and helps to create a positive learning environment. The students feel relaxed and the
advantages of L1 come to their mind when teachers use L1 in English classes. This shows students’
cognitive responses that show how students thought when teachers used L1 and responses that
highlight the bene�ts of L1 use.

The �ndings indicate that L1 use is deemed to be required for students whose level of pro�ciency in
English is low. It is also evident that students’ responses to their teachers’ use of L1 appeared to be
closely linked to pro�ciency. Students felt that more L1 was necessary for low pro�ciency students. This
idea of using L1 whenever required is also echoed by the study conducted by Varshney and Rolin-Ianziti
(2006), which compared students’ and teachers’ views of L1 use in the classroom and found that
students and teachers saw it as a necessity for teaching lower-level students. This �nding also hints at
Macaro’s optimal position (2001) of judicious use of L1. Based on the �ndings, we, therefore, advocate
here for the principled, guided, and purposeful use of L1 since the unguided use and the unsystematized
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practice of the L1 may impede the achievement of the expected outcomes in English teaching and
learning. Moreover, further research is concerned; incorporating students L1 for less pro�ciency level
students can be quite bene�cial in a primary school EFL context.
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