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ABSTRACT

This exploratory sequential mixed methods study (Creswell, 2015) signifies the role
offirst language (L1) in second language (L2) instruction. The study, was carried out at four
publicschools in Algeria (M’sila) where Arabic is the L1 of both teachers and students, and
Englishis taught as a foreign language, explored Algerian English as a Foreign Language
(EFL)teachers’ (N=7) attitudes toward using Arabic (L1) to teach English (L2) and the
perceivedfunctions and/or negative ramifications of such use. It additionally investigated 104
first yearL.iterary Stream
students’beliefsregardingtheirteachers’useofl lintheL2classroom.Twosets of interviews (pre-
observation and post-observation), questionnaires, and seven class-observations were used to
collect data. According to the findings, EFL teachers were
highlyawareoftheneedoflimitingL 1use,whichwasimpactedbythekindofcoursesandstudents'profi
ciencylevels.ThestudysuggeststhatteachersemployedL 1toperformsixdifferentrolesin  the L2
classroom that they thought would improve L2 teaching and learning, (i.e.,
translation,metalinguistic
use,overcomingcertaindifficultiesintheclassroom,givinginstructions,motivation, and avoiding
some terms in L2 that are considered prohibited in L1), they alsoconsidered that excessive L1
usage may hinder L2 growth and it may also have negativeaffective ramifications.
Thestudents'perceptions oftheirteachers' motivationsforutilizing theL1 in the classroom mirrored
the teachers’. The findings ofthis study offer a clear image of L2teaching in foreign
environments, implying that policymakers should reconsider L2

teachinglawsthatcurrentlydonotallowanyroleforL lintheL2classroom.

Keywords:FirstLanguage,SecondLanguage,EFLclassroom,AlgerianSecondarySchool.
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GENERALINTRODUCTION 2

The issue of first language (L1) use in the second language (L2) classroom has
longattracted a lotof attention as a resultof the longexperience bothlearning and teaching
Englishas a Foreign Language (EFL) in the Algerian secondary schools have. The EFL
learning andteaching environment raised the question of why teachers and students revert to their
L1s whentheyteach/learna
foreignlanguage,andwhethertheuseofL 1linL2classroomsisvaluableordetrimentaltolearning.The
presentMaster’sthesisworkisinspiredbythiscuriosity. Theaimof this work is to better understand
the functions and potential ramifications of using L1 in anL2 classroom according to EFL
teachers and students in the Algerian secondary schools.
Theuseoftheterm‘“functions”’heretorefertothepurposesorreasonsforusingthelL1,aspertheliteratur

ewhichwillbereviewedinlatersectionsofthisandthefollowingchapter.

|I. BACKGROUND

The study of L1 use in the L2 classroom has captured the attention of researchers
formany years (see, for example, Atkinson, 1987; Duff & Polio, 1990;Auerbach, 1993; lio
&Duff,1994;Artemeva,1995; Anton&DiCamilla,1999;Swain&Lapkin2000;Cook,2001;
Turnbull, 2001; Butzkamm, 2003; Storch & Wigglesworth, 2003; Cummins, 2007; PoRolin-
lanziti & Varshney, 2008; Macaro, 2009). Researchers have approached the problem from
avarietyofanglesandinvariouscircumstances. Thefollowingsectionwillgooverthesestudiesin further
detail. However, little work has been conducted in foreign contexts where teachersand
students rely on their L1 in order to teach or learn L2s. Hence, Algeria was selected as avenue
to explore English as aforeign language teachers andstudents’ use and views on the

roleofL1(Arabic)intheL2(English)classroom.

AreviewofliteratureaboutL 2 teachingmethodshavebeeninfavorofemployingLlinL2
instruction for the past century and ahalf, whileothers have outright forbidden it. ( Richards&
Rodgers, 2014). The Grammar-Translation Method, for example, advocated for the use ofL1
as a tool to enhance L2 teaching and learning, during which the L1 was to be the
primarymedium of instruction within the classroom. Most interactions between the teacher and
studentswere conducted in the L1, and students’ success depended profoundly on their ability
totranslate from L2 into their L1 (Larsen-Freeman, 2000). This method dominated L2
teachingformanyyears,upuntiltheendofthe19thcentury.Althoughtheeffectivenessofthe methodis
highly debated, many teachers in a number of countries, particularly within foreign
languagecontexts, still practice the Grammar-Translation Method in their classrooms (Richards
&Rodgers,2014).

THEUSEOFL1INL2 CLASSROOMANDITSIMPACTON LEARNINGPROCESS




GENERALINTRODUCTION 3

In the late 19th century, opposition to the Grammar-Translation Method developed
indifferent locales; linguists such as Henry Sweet in England, Wilhelm Viétor in Germany,
andothers across Europe, agreed that the L1 should not be used in L2 classrooms. ( Richards
&Rodgers, 2014). Consequently, teachers' and policymakers' perceptions gradually shifted to
thebelief that using L1 in L2 classes should be avoided at all costs. ( Corcoran, 2008).
Furthermore,the predominance of the Direct Method and later the Audio-Lingual Method

contributed to theideaofexcludingtheL1fromtheL2classroom(Corcoran,2008).

In recent times, public attitudes of the usage of the L1 in the L2 classroom have
shiftedoncemore.Manyappliedlinguisticsresearchers(see,forexample,AlMasaeed,2016;Brooks
& Donato, 1994; Brooks-Lewis, 2009; Bateman, 2008; Bruen &Kelly 2014; Butzkamm, 1998;De
la Campa & Nassaji, 2009; Lucas & Katz, 1994; Rolin-lanziti & Brownlie, 2002; Schweers,1999;
Sharma, 2006; Storch & Aldosari, 2010) have seen how well the L1 works in L2 coursesand how
well it produces excellent results. For example, Al Kharma and Hajjaj (1989), Kovacicand Kirinic
(2011), and Mohebbi and Alavi (2014) studied EFL contexts and found that L1 usehad several
important functions in L2 classrooms, including, explaining new vocabulary wordsand grammar
points, clarifying challenging concepts or ideas, and providing directions, forexample,

canallhelptoimprovethelL 2teachingandlearningprocess.

Based on the observations of many scholars and researchers experience of learning
andteachingEFL,AdescriptivestudyisconductedinAlgeriawherethereexistalittlestudiesthatexplo
re EFL teachers’ and students’ perspectives about the functions and the potential

benefitsand/orramificationsofusingtheL1(Arabic)intheL2(English)classroom.

Il. AIMSOFTHESTUDY

This Master’s thesis aims to contribute to ongoing applied linguistics research about
Lluse in L2 classrooms. Specifically, it explores Algerian secondary school EFL
teachers’attitudes toward using Arabic (L1) to teach English (L2) (reading skill) and the
perceivedfunctions and/or negative ramifications of doing so. This study additionally considers

students’beliefsregardingteachers’useofL 1inthel.2classroom.

THEUSEOFL1INL2 CLASSROOMANDITSIMPACTON LEARNINGPROCESS



GENERALINTRODUCTION 4

I11. SIGNIFICANCEOFTHESTUDY

LittleresearchhasinvestigatedthisphenomenonintheAlgeriancontext; thus,thisworkmay
help raise awareness among EFL teachers and education policy makers in Algeria and inthe
wider EFL context of the role of L1 in the L2 classroom. This goal is especially
importantgiventhewidespreadbeliefamongL 2teachingpolicymakersinEFL contextsthatusingL 1i
nEnglish lessons should be avoided at all costs. Littlewood and Yu (2011) noted that
“Themonolingualconcepthasbeenincorporatedintoseveralcountriesnationalpolicyguidelines.”(

p.66). Consequently,thisstudywill addressthevalidityofthisprinciple.

IV. RESEARCHQUESTIONS

Thefollowingarethemainresearchquestionsthataremotivatingthisinvestigation:

1. Whatare AlgerianEFLteachers’attitudestowardL 1usageintheL.2classroom?

2. WhatdoteachersconsidertobethemainfunctionsofL 1usageintheL.2classroom?

3. WhatarethepotentialnegativeconsequencesofL 1overuseintheL2classroom,accordingtote
achers?

4. What are the mainfunctions of the teachers’useof L1 in the L2classroom according

toAlgeriansecondary EFLstudents?

V. ORGANIZATION OFTHESTUDY

This thesis is organized into four chapters. Chapter 1 reviews previous research
regardingthe use of L1 in L2 classrooms, which informs the present study. Chapter 2 describes
theresearch methodology, including a description of the setting and participants, the
instrumentsand procedures used forqualitative and quantitative datacollection,and the methods
employedto analyze the data. Chapter 3 takles data presentation and interpretation. Chapter 4
presentsand discusses the results of the study. Then, it is ended by a summary the findings,
outlines thelimitations of the study and possible pedagogical implications, and proposes

directions forfuturestudies.

THEUSEOFL1INL2 CLASSROOMANDITSIMPACTON LEARNINGPROCESS
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CHAPTERONE:LITERATUREREVIEW 6

The use of L1 in L2 classrooms has long been beset by controversy (Sharma,
2006;Storch, & Wigglesworth, 2003), where studies either fully support the idea or
vehementlyoppose it, both sides with their own justifications. Such arguments among applied
linguists andsecond language acquisition (SLA) researchers have produced an immense body
of research,which has contributed to the development of L2 teaching and learning methods.
This chapterreviews previous research that has been conducted on this issue in both second

language (SL)andforeignlanguage(FL)contexts.

|. COMPARING FIRSTANDSECONDLANGUAGEREADING ASPECTS

Secondary school learners usually face a unique set of challenges when learning to
readin their L2. When they learn to read in their first language (L1), they generally already
havehigh levels of spoken language proficiency and an extensive vocabulary (e.g., Birch,
2015;Grabe,2009;Koda,2004). Thefocusonlearningtoreadisthereforeonlearningthemappingsbet
ween the phonological and the orthographic units, refining their awareness of their
L1’sphonological units, building fluency and automaticity through practice. L2 learners,
betweenthe ages of 14 -17 years old, generally have limited target language proficiency, but in

manycaseshavealreadydevelopedfluentL1readingprocesses.

An extensive body of research has documented that L1 reading processes develop so
thatthey are tuned to the particular characteristics of the L1 orthography and morpho-
phonologicalstructure (e.g., Frost, 2012; Katz & Frost, 1992; Ziegler &Goswami, 2005).For
example,readers of languages with consistent and transparent mappings between written and
spokenlanguage units (such as Spanish or Serbo-Croatian) tend to rely relatively more on
phonologicalinformation and letter-by-letter decoding for word reading, although readers of
languages
withinconsistentandopaquemappings(suchasChinese)tendtorelyrelativelymoreonvisualandorth
ographic information (e.g., Katz & Frost, 1992). Generally speaking, obtaining literacy inthe
L1 can benefit the development of literacy in the L2 (e.g., Cummins, 1979, 1984). This
isparticularly true for languages with broadly similar spoken and written language
structures,because the speakers of these languages are able to take advantage of the fact that
literacy skillsand reading processes that have been developed for reading in the L1 can be
employed forreading in the L2. This transfer can occur for component skills and reading
processes at multiplelevels, rangingfrom thevisual perceptionofthewritten language units
(graphemes)tophonological
skillstoexpectationsofsyntacticanddiscoursestructure(Durgunoglu,Nagy, &Hancin-

THEUSEOFL1INL2 CLASSROOMANDITSIMPACTON LEARNINGPROCESS
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Bhatt,1993;Grabe,2009;Koda,2004).
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CHAPTERONE:LITERATUREREVIEW 8

Thus,whenLlandL2havesharedstructures,theskillsdevelopedforL1canbedirectlytransferr
edandsuccessfullyappliedtotheL2.However,differencesinthe spokenand writtenstructures of L1
and L2 may result in the transfer and use of reading skills and cognitiveprocesses that are not
optimized for the L2 (Koda, 2004). For example, individuals who haveL1s with consistent and
transparent grapheme-phoneme correspondences (GPCs), such asSpanish or Korean, tend to
use more phonological information and decoding strategies whilereading. However, when
speakers of these languages learn to read in an L2 with inconsistentGPCs, such as English,
they tend to transfer  their  phonology-focused L1 reading  processes
totheL 2resultsinregularizationerrorswhenthey(incorrectly)applytheregularGPCsto

wordswithexceptionalspelling-pronunciationmappings.

1. HISTORICALOVERVIEWOFLANGUAGE TEACHINGAPPROACHES

At the end of 19th century, the pamphlets, books, and articles of writers such as
HenrySweet, Otto Jespersen, and many others, provided the foundation for the pedagogical
reformsoftheirera,laterknownastheReformMovementinlanguageteaching(Richards&Rodgers, 2
014). The Reform Movement generated many new assumptions about language teaching thatwere
later adopted into a wide array of language teaching approaches. Among these was
theproposition that “Because spoken language is more fundamental than written language,
specificgrammaticaldiscussionshouldbeavoided,andlanguageshouldbepracticedasawholerathert
han in parts.”( Cook, 2001, p. 404) . The popularityof the Direct Method,whichemphasizedthe use
of the L2 exclusively,contributed to the idea that L1 use is more common in L2 teachingis
ineffective and should be avoided. Indeed, since then almost all significant academic workson
language teaching (e.g., Chambers, 1991; Duff & Polio, 1990; Krashen, 1982; Krashen
&Terrell, 1983; Long, 1983; MacDonald, 1993) have assumed that an L2 is best taught

andlearnedwhenuseofthestudents’L1isavoidedduringclasstime.

The rejection of the Grammar-Translation Method in favor of the Direct Method
forteaching L2s in the early twentieth centuryexacerbated the developing anti-L1
attitude.(Corcoran, 2008). Like several other L2 teaching methods, the Direct Method pointed
toresearch on child language acquisition as justification for opposing the use of L1 in L2
teachingand learning (Cook, 2001). The assumption was that "second language learning mimicked
firstlanguage acquisition, in which a child obtains his or her L1 with no past language to
reflectback to." ( Kaushik, 2013, p. 7) . Monolingual instruction has become the norm for

teachingL2ssincetheintroductionoftheDirectMethod,whichfollowstherulesofL 1acquisition,and

THEUSEOFL1INL2 CLASSROOMANDITSIMPACTON LEARNINGPROCESS



CHAPTERONE:LITERATUREREVIEW 9

hasthusdisplacedtheGrammar-

TranslationMethodasthedominantlanguageteachingstrategy.(Corcoran,2008).

Forthefirsthalf of20thcentury,therewerealmostnoargumentsagainstthesuperiorityof the
Direct Method’s core principle that L2s are learned best through the sole use of the
targetlanguage. Thus, those principles deeply influenced monolingual L2 teaching methods up to
thepresentday(Corcoran,2008).Forexample,audio-lingualism,whichwaspopularinthe1950sand
1960s as a method of teaching L2s, continued to advocate the exclusion of L1s from
L2learning. (Lado, 1964). The Audio-lingual approach remained widespread around the
worlduntil the 1970s when Communicative Language Teaching (CLT) started to gain a
following.CLTand morerecentapproaches,suchasTask-
BasedInstruction,donotexplicitlyopposelL1usage in L2 classrooms, but do call for minimizing

any use of L1s as much as possible. AsCook(2001)pointed out:

Recent methods do not so much forbid the L1 as ignore its existence
altogether.Communicative language teaching and task-based learning methods have no
necessaryrelationship with the L1, yet . . . the only times the L1 is mentioned is when advice
is givenon how to minimize its use. The main theoretical treatments of task-based
learning donot, for example, have any locatable mentions of the classroom use of the
L1... Mostdescriptions of methods portray the ideal classroom as having as little of the

L1 aspossible,essentiallybyomittingreferencetoit.(p.404)

Many scholars have recently (see, for example, Butzkamm, 2003; Cook, 2001;
Cummins,2007) have called for evaluation of the possible benefits of L1 usage rather than
dismissing oreliminating of including L1s in L2 instruction. Cook (2001), for instance, argued
that
thecomparisonbetweenchildlanguageacquisitionandadultL 2learningisinappropriatesinceL2lear
ners have “more mature minds, greater social development, a large short-term
memorycapacity, and other differences from L1-only young children” (p. 406). In addition,
"Theargument for skipping the L1 based on L1 acquisition is not credible in and of itself,"
heasserted. It seems tantamount to suggesting that, since babies do not play golf, we should

notteachgolftoadults”(p.406).Inotherwords,L 1 acquisitionisnotcomparabletoL2learning.

Furthermore, the presumed pedagogical superiority of separating languages from
oneanother during the learning process has been questioned and disproved by many

scholars(Corcoran,2008).Atkinson,(1987)arguedthat,"Whilethemotherlanguageisnotagood

THEUSEOFL1INL2 CLASSROOMANDITSIMPACTON LEARNINGPROCESS



CHAPTERONE:LITERATUREREVIEW 10

foundation for a technique, it has a number of functions to play at all levels that are
nowignored." (p. 247). Consequently, avoiding the use of L1s in a monolingual classroom
settingis tantamount to ignoring an important resource which may be invaluable to increasing

teachingefficiency.

The prevalent pedagogical approaches to second language instruction since the decline
indominance of the Grammar-Translation Method have all tended to exclude L1 usage from
theclassroom. Although recent methods do not overtly reject L1 use, there are still
conflictingviews among researchers (e.g., under the banner of the Communicative Method and
Task-
basedapproaches)thatsuggestthatthebestwaytoacquireorlearnL2siswithouttheinterventionofstud

ents’L1.

I11. THEORIES OFSECONDLANGUAGEACQUISITION(SLA)

The quest to wunderstand how languages are learned has ledto anumberof
theories.SLAasageneralconceptwasdefinedbyEllis(1997)as*“thesystematicstudyofthowpeopleacquir
ea second language ... inside or outside of a classroom” (p. 3). Meanwhile, language
learningtheorieshavebeendefinedas"thoseconceptsoflearningthatcenteronthelearnerorstudent'sr
ole." (Van Beek, 2016, p. 12). The following theories show the varying views of

researchersregardingthebestwaytoacquireorlearnanadditionallanguage.

111.1. INPUTHYPOTHESIS

Krashen (1982, 1985) argues that learning occurs throughstudying the rulesand patternsof
languages that enable learners to apply the knowledge consciously, whereas
languageacquisition occurs through comprehensible input, which is the language that is
comprehendedby learners (Krashen, 1982, 1985). The Input Hypothesis posits that
understanding a messageor receiving comprehensible input is the only viable way of acquiring
an L2 (Krashen,
1982,1985).Inotherwords,learnerscanlearnoracquireadditionallanguagesthroughcomprehensibl
e exposure to the L2 in question. Krashen introduces the hypothesis using themetaphor of i+1;
wherein i represents the level of language that the learners have alreadyacquired and 1
represents an element that is slightly beyond their control, i.e., that has not
yetbeenacquired(Lightbown&Spada,2013).Accordingtothishypothesis,hearingandunderstandin
g in the L2 are essential first steps to acquisition, and production comes later. Thistheory

therefore reinforces the idea of ignoring the L1 in L2 classrooms in favor of

THEUSEOFL1INL2 CLASSROOMANDITSIMPACTON LEARNINGPROCESS
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maximumexposuretotheL 2only(Kaushik,2013)—albeitatacomprehensiblelevel.

THEUSEOFL1INL2 CLASSROOMANDITSIMPACTON LEARNINGPROCESS
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111.2. INTERACTIONHYPOTHESIS

Long (1983) agrees with Krashen that comprehensible input plays a key role in
theprocess  ofSLA, buthighlights the question of how inputcan bemade
comprehensible(Lightbown & Spada, 2013). In response, Long’s (1983) Interaction
Hypothesis states thatlearners acquire language via the negotiation of meaning that occurs in
interaction. He arguesthat interaction —e.g., conversation between students and teachers— is the
key to acquiring anL2. In 1996, Long revised his hypothesis to focus on cognitive factors such
as noticing
andcorrectivefeedbackincommunication(Lightbown&Spada,2013).Longconsidersthesuccessof
SLA to be dependent on the amount of exposure to the desired L2; by extension, the use
ofL1linL2contextsisimplicitlydiscouragedbecauseitdecreasestheamountofexposuretothelL 2in

question.

111.3. OUTPUTHYPOTHESIS

Swain’s (1985) Output Hypothesis claims that L2 learners must be pushed to
producelanguage that is understandable to the interlocutor in order to develop and improve L2
skills.The output can be spoken or written language (Lightbown & Spada, 2013). Swain
asserts
thatactuallyproducingthetargetlanguagehelpslearnerstonoticegapsintheirlinguisticknowledge,a
ndthattheneedtoproducecomprehensibleoutputmotivateslearnerstoimproveand develop their L2
knowledge. Based on this, L2 learning begins when learners venture toproduce
comprehensible L2 output and notice gaps in their linguistic knowledge that limitfurther
comprehensible output. In other words, L2 learning depends profoundly on the

abilityofthelearnerto producethel 2.

Swainin otherstudies(e.g.,Johnson&Swain,1994;Swain&Lapkin,2000)statedthatthe L1
may have a valuable role in the L2 classroom. For instance, Swain and Lapkin (2000)claimed
that “judicious use of the Llcan indeed support L2 learning and use” (p. 268). Patently,it seems
that the Output hypothesis does value the role of L1 in L2 learning since L1may assistL2 students
to produce the L2 output particularly that L1 may serve as a lubricant of the

L2conversation(Butzkamm,1998).
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IVV. CURRENTVIEWSON L1USEINL2CLASSROOMS

In recent decades, the issue of whether the L1 should be used in the L2 classroom
hascontinued to be a matter of discussion among applied linguists. Arguments generally fall
underone of three different perspectives: the virtual, maximal, or optimal position. Macaro

(2001)summarizedtheseperspectivesasfollows:

1. Virtualposition:TheL1hasnoplaceintheL2classroombecauseitoffersnobenefitsin L2
situations. As a result, the L1 should be kept out of the L2 class as long as
theteacherissuitablytrained.

2. Maximal position: The L1 has no place in the L2 classroom. However, because of
theimperfectteachingconditionsofatypicaleducationalenvironment,teachersmayneedto
depend on the L1 as a teaching resource to overcome some teaching challenges (e.g.,large
class size or limited assigned time). Therefore, L1 use may be allowed,
evenneeded,attimes.

3. Optimal position: The L1 is valuable and beneficial in the L2 context since it
mayenhance some aspects of L2 learning (e.g., increasing student comprehension of

agrammarpoint).

In conclusion, the virtual perspective views the L1 as harmful and should be
avoidedaltogether in L2 classrooms, whereas the maximal position opposes L1 use except in
situationswhere it can help a difficult teaching scenario. The optimal position, in contrast,

considers theuseofL1saconsistently valuableresourceforL2 learning.

In recent years, numerous studies (e.g., Al Masaeed, 2016; Anton & DiCamilla,
1999;Artemeva, 1995; Brooks & Donato, 1994; Brooks-Lewis, 2009; Bruen & Kelly 2014;
Cook,2001; De la Campa & Nassaji, 2009; Edstrom, 2006; Kharma & Hajjaj, 1989; Kim &
Elder,2005;Kim&Petraki,2009;Kovacic&Kirinic,2011;Littlewood&Yu,2011;Lucas&Katz,199
4; Macaro, 2009; Polio & Duff, 1994; Rolin-lanziti & Brownlie, 2002) have held either
amaximal or an optimal position, claiming that L1s may play a positive role in the L2
classroom.For example, Anton and DiCamilla (1999) found that the L1can play a crucial role
inovercoming students’ L2 task problems by creating a social and cognitive space in
whichstudents can help each other through the tasks at hand. Interaction in the students’ L1
canperform the functions of “construction of scaffolded help, establishment of inter-
subjectivity,anduseofprivatespeech”(Anton&DiCamilla,1999,p.245)Asaresult,learnerswillbeab

le
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to perform meaning-based L2 language assignments. Hence, L1 can be an effective
learningtool in pair or group work; students can revert to it to achieve the goals of particular

L2 tasksandtohelpeachotherovercomelearningchallenges(Storch&Aldosari,2010).

PolioandDuff(1994)conductedoneofthe earlieststudiestoshedlightonl.2teachers’in-class
linguistic behaviours. They investigated when teachers tend to use their students’ Llrather
than the target L2, and identified the functions of that usage. The study found thatteachers and
students’ use of their shared L1 in the L2 classroom enhanced the L2 teaching andlearning
process. For example, the study suggested that the L1 was used in the L2 classes inorder to
provide translations for unknown L2 vocabulary items which may help students

tobetterunderstand thelesson.

TakingadifferentapproachtoteacherperspectivesonL2usage,Cook(2001)foundthatteachers
were aware of the need to expose learners to the L2 as much as possible, and so
impliedthatanyL 1linthelL2
classroomisessentiallydetrimentalandshouldbeexcluded. Teachers,inotherwords,feelguiltyforuti
lizingL1inL2lessons.Therefore,CookcalledforlicensingLluse in the L2 classroom, in order to

give teachers absolution from the guilty feelings which theyexperiencewhentheyreverttotheirL 1.

On the other hand, Turnbull (2001) considered Cook’s (2001) call to license L2
teachers’use of L1 in the classroom to be both vague and dangerous, because this would
simplyencourage L2 teachers to prioritize L1 use above L2 usage, Turnbull believed that
teachersshould be aware that L2 classrooms are, for the most part, the only place where
students willencounter the L2. Overuse of the L1 deprives pupils of the immersion experience in

the L2 andmaybedetrimentaltotheirgrowth.

At the same time, Turnbull (2001) acknowledged that there can be benefits to L2

teachersusingtheL 1,andsupportedthejudiciousandprincipleduseofL 1. Heclaimed:

WedonotneedtolicenseteacherstousetheL 1;manydosoinanycase.lbelievethat official
guidelines that encourage teachers to use the [target language, or TL] createpositive
pressures for teachers, encouraging them to speak as much TL as possible. Inaddition to
official guidelines, teacher educators must help teacher candidates andpractising
teachers make principled decisions about the judicious of the L1,

whilemaximizingtheirTLuse.(p.537)
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Although the idea of using the L1 during instruction is gaining traction among
appliedlinguists,somecontinuetomaintainavirtualpositiontowardL 1usage,i.e.,L1haslittleornopla
ce in the L2 classroom. One claim is that using the L1 may have detrimental effects on
thequantity of students’ exposure to comprehensible L2 input by increasing exposure to the L1
andthusminimizingexposuretotheL2(Al-Masaeed,2016).Thisquestionofexposureisrelevantto
theirposition that L2 learning adults follow the same path as children do in L1 learning —thatthe
L2 will be acquired unconsciously rather than learned consciously (De la Campa & Nassaji,2009).
This argument stems from the belief in naturalistic approaches to language teaching
inwhichplentiful immersion andexposuretothetarget languagearethemostsuccessfulingredients
for learning an additional language (De la Campa & Nassaji, 2009). Moreover,relying on L1 to
teach L2 is perceived to be a sign of insufficient training on the part of teachers,since non-native
L2 teachers mayencounter pressure fromlearners not to constantly

orexclusivelyusetheL 2intheclassroom(Harbord,1992;McMillan&Rivers,2011).

To sum up, many of the above mentioned studies (e.g., Al Masaeed, 2016; Anton
&DiCamilla,1999;Artemeva,1995;Bruen&Kelly2014;Cook,2001;DelaCampa&Nassaji, 2009;
Lucas  &Katz, 1994; Rolin-lanziti& Brownlie, 2002) perceive  apositive
roleforL1useintheL2classroomand-directlyorindirectly—callforremovingthenineteenth-
centuryviewthat ignores any positive role for an L1 in language instruction. The L1 has been
given anoticeably secondary role by teachers in L2 classes as a result of the Great Reform
(Butzkamm,2003). The view of those scholars who support L1 use in L2 classes is that there is
a need toexplore the benefits of L1 usage as a cognitive tool forthe development of L2 and the

resolutionofL.2learning difficulties.

V. TEACHERATTITUDESTOWARDL1USE

In addition to Cook’s (2001) study about teacher guilt, several studies have explored
L2teachers’perceptionsregardingtheuseofl. 1intheL2 classroom,specificallyinEFLcontexts(e.g.,
Al Nofaie, 2010; Al Shammari, 2011; Bruen& Kelly 2014; Copland& Neokleous,
2010;DeLaCampa&Nassaji,2009;Kovacic&Kirinic,2011;Kim&Petraki,2009;Macaro,1997; Mo
hebbi & Alavi, 2014; Polio & Duff, 1994; Sharma, 2006; Tang, 2002). These
studies,conducted in various foreign language contexts, have largely found that L2 teachers
generallysupport Lluse in theclassroom. Schweers (1999), Forexample, reported 100% of
theteachersinthestudyagreedthatusingtheirL1(Spanish)intheirL2(English)courseswasa

goodidea.KovacicandKirinic(2011)likewisefoundthat80%ofteachersintheirstudypreferredtouse
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theirL1(Croatian)intheL2(English)classroom.SimilarfindingswerereportedbybothSharma(2006
)and Tang (2002).

Al-Nofaie (2010) examined L2 teachers' perspectives on the usage of L1 in the
classroom.The case study was conducted at a female intermediate school in Saudi Arabia
where Arabicwas the L1 of both teachers and students, and English was taught as a foreign
language. Thestudy's key conclusion was that teachers were favorable about utilizing Arabic
in the Englishclassroom since certain situations necessitate L1 interventions, such as clarifying
the meaningof difficult L2 vocabulary itemsAl-Shamari (2011) investigated instructors' opinions
toward theuse of L1 (Arabic) in L2 (English) classrooms at two Saudi technical colleges in a
similar study.Teachers approved the balanced and appropriate use of L1 in the L2 classroom,

according toAl-Shamari'sresearchclaimingthat itimprovedthelearningprocess.

Teachers' good attitudes toward the role of L1 in the L2 classroom may stem from
theirpositive L2 teaching experiences. Several studies (see, for example, De la Campa &
Nassaji,2009; Kim & Petraki, 2009; McMillan & Rivers, 2011) have suggested that teacher L1
usagemay enhance L2 learning by serving vital in-class cognitive, communicative, and
socialfunctions. Teachers may also find that using the L1 in their classes has practical
benefits,includingmakingmoreefficientuseofclasstimeforinstance,byminimizingmisunderstandi
ngs when conveying task instructions. Consequently, L1 may be perceived as anecessity for an
L2 lesson to unfold smoothly. Copland & Neokleous (2010), for example,reported that even
one of their participants who was "the strongest advocate of an L2
onlypolicy,allowedherstudentstousetheL 1
frequently"(p.276).Thisexamplemayreflectthatapositive

attitudetowardL 1usecanexistevenamongteachers claimingamonolingualapproach.

V1. STUDENT ATTITUDES TOWARDL1USE

Severalstudies (e.g., Brooks-Lewis, 2009; Kim& Petraki, 2009; Schweers,1999; Storch&
Aldosari, 2010; Storch & Wigglesworth, 2003) have explored students’ perceptions andviews
regarding the use of their L1, particularly amongst themselves in pair and group work.Many of
these studies concluded that the L1 can serve as a useful cognitive tool for achievinglearning
tasks. Storch and Wigglesworth’s (2003) study noted that students support L1 use intheir L2
learning, particularly when they do not have the required meta-language in the

L2.UsingtheirL1enabledthemtoachieveanumberofimmediategoals,suchas providingeach
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otherwithworddefinitionsandexplanationsofgrammarpoints.
UsingtheirL1wasthusseenasbeneficialtotheirstudiessinceitallowedthemtonegotiateandjustifygr

ammaticalchoicesmoreswiftly and explicitly.

The same study also found that even students who did not use their L1 in their L2
learningfelt that using an L1 could be useful, because it can enable L2 learners to discuss the
promptand structure of activities in greater depth and complete tasks with greater ease. Moreover,
KimandPetraki (2009) reported that L2students inKorea believed that Llplayed a supportive
rolein the classroom, and that it was very useful for learning the target L2. Duff and Polio
(1990)found thatstudents weresatisfiedwith their teachers’ amount of L1 use, even when the

amountofL1 useasapercentageofclassroomtimewasveryhigh.

Moreover, numerous research (see, for example, Al Shammari, 2011; Schweers,
1999;Sharma, 2006; Tang, 2002) have reached the same conclusion: pupils like the usage of
L1 inthe L2 classroom. Schweers (1999) reported that nearly 90% of students participating in
hisstudybelievedthattheirL1(Spanish)shouldhavearoleintheirL2(English)classroom.Tang(2002)
had similar results: 70% students in the study supported the use of their L1 (Chinese) intheir L2
(English) classes. Kovacic and Kirinic (2011) came to the same conclusion as Tang,with 68%
of students in their study stating that their L1 (Croatian) should be used in their L2(English)
classes. Al Shammari (2011) and Sharma (2006) reported similar findings in
thecontextsofEFL.

Ontheotherhand,Nazary(2008)showed differentresults.Nazaryconductedastudyinthe EFL
context of Iran with 85 students who were selected based on their L2 proficiencyaccording to
three categories: elementary, intermediate, and advanced level. The study used
aquestionnaireandfoundthatEFL Iranianuniversitystudentsinalllevelswerereluctanttousetheir L1

in the L2classroomon account of the fact that such usage would reduce their exposureto thel.2.

ThestudiesdiscussedinthissectionshowthatwhiletherearetwoperspectivesonusingLl in the
L2 classroom, L2 students tend to support balanced and judicious in-class use of L1since it
may aid students in overcoming specific learning difficulties. Still, at least one studyfound
thatsome students reject the idea for the reason that they believe that in-class use of theirL1 might
reduce their exposure to the target L2. Additional studies would allow

furtherexplorationofstudents’perceptionstowardusingl. 1inL.2classrooms.
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VI1I. FuNCTIONSOFL1USE

ProponentsofL 1useintheL2classroomholdthatareasonableuseofL 1cansupportanumberof
functions. To reiterate,in the contextof this work, “functions” refers to the purposesor reasons for
switching to an L1 in an L2 classroom. Several studies (see, for example, De laCampa &
Nassaji, 2009; Kim & Elder, 2005; Polio & Duff, 1994; Rolin-lanziti & Brownlie,2002; Swain
& Lapkin 2000) have concentrated on identifying potential functions of L1 useand how they
assist (or do not assist) the L2 teaching and learning process. Of these, somestudies (e.g., De la
Campa & Nassaji, 2009; Rolin-lanziti & Brownlie, 2002) explored thefunctions that teachers
achieved by reverting to the L1, while others (e.g, Storch &
Aldosari,2010;Storch&Wigglesworth,2003)investigatedthefunctionsthatwereachievedbystudents.

Overall,thequantityandtypeoffunctionsevaluatedandidentifieddifferamonginvestigations.
For example, Rolin-lanziti and Brownlie (2002) proposed that there are threemain functions of
L1 usage for teachers, whereas De la Campa and Nassaji (2009) identifiedl4such
categories. Thesamewasevidentinstudiesthatfocusedonl.2learners’functionsforL1 use: Storch
and Wigglesworth (2003) reported four main functions achieved by L2 learners,while Storch and
Aldosari (2010) identified five. These differences in findings are presumablyrelated to
differences in settings, participants, students’ proficiency level, instruments for datacollection,
methods of data analysis, and other circumstances. Nevertheless, the studies’ authorsare in
consensus in concluding that using the L1 in L2 classrooms undoubtedly serves
manydifferentfunctions.Thefollowing twosectionswillprovideexamplesof the

respectivefunctionsofteachers’andstudents’useofL lintheclassroom.

VI1.1. TEACHERS’FUNCTIONSOF L1USE

Cummins (2007) argued that it is necessary to rethink exclusive reliance on
monolingualinstruction in L2 classrooms, for the reason that providing space for L1 use may
be beneficialtoL2
students’learning. Auerbach(1993)alsopointedout,"whenthenativelanguageisused, practitioners,
researchers, and learners consistently reportpositive results” (p. 18). Indeed, whenthey revert to
their L1, L2 teachers may achieve different functions that may assist them inovercoming a
variety of teaching challenges. A study by Rolin-lanziti and Brownlie (2002),
forexample,involvedfourteachersteachingFrenchasaforeignlanguagetostudentsatQueensland
University in Australia. Two teachers were native French speakers and two werenative English
speakers. Close to seven hours of recordings of teachers’ talk in five classes

wereanalyzed. Theanalysisshowedthatthreemainpurposes andanumberofsub-purposeswere
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achieved when teachers use the L1 of their students. The first function, translation,
involvedconverting L2 items from the lesson or instructions into the students' native
language.Thesecond function, metalinguistic use, was expressed through comments, such as
talking
aboutL2formsorculture,andthroughcontrastingLlandL2formsandculturalpractices. Thethirdfun
ction,communicativeuses,includedswitchingtotheL1 fromtheL2to communicatemoreeffectively
with students for certain purposes —for example, class management (e.g., giving taskinstructions
to students or planning exams or activities); reacting to students’ requests (e.g.,responding to
questions about the L2); or expressing their state of mind (e.g., telling jokes)(Rolin-lanziti &
Brownlie, 2002, p. 410). Rolin-lanziti and Brownlie’s study provides an
adeptexplanationofseveralmainfunctionsorpurposesthatareachievedbyusingtheL1ofstudentsintheL

2 classroom.

De la Campa and Nassaji (2009) also aimed to examine the functions of using L1 by
L2teacher, but in a Canadian university setting with two instructors of German as a
foreignlanguage. One instructor had 20 years of German teaching experience in Canada, and the
otheronly four weeks. Both participants were native German speakers and fluent in English,
whilemost of the students were native English speakers and studying Germanas a foreign
language.Data consisted of transcriptions of audio-recordings from samples of the instructors' L2
classesover the course of a 12-week semester. The transcriptions were analyzed using the
codingscheme developed by Rolin-lanziti and Brownlie (2002). Modifications were made to

theoriginal scheme, resultinginatotalof14mainfunctional categories:

Translation:totranslateitemsfromthelL2tothel 1;
Contrast:tocomparetheformsandculturaltermsofthelL.landL2;
Evaluation:totalkaboutstudents’contributions;
Activityinstruction:toexplainorprovideinstructionregardingclassactivities;
Activityobjective:toexplainthegoalsofclassactivities;

Studentcontributionelicitation:toelicitstudents’contributions;

N o g bk~ 0w DN E

Personal comment: to express the instructors’personalcommentsorviews

aboutsomeeventorpoint;

8. Comprehensioncheck:tocheckstudents’comprehension;

9. Class equipment: to talk about anything concerning classroom equipment, such as
theprojector;

10. Administrativeissues:toexplainadministrativeissues,suchasannouncinganexam;

11 E . fatudent] . hi idl lentinthel 1:
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12. Reactiontostudentquestion:torespondtostudents’questions;
13. Humour:tomakea jokeinordertoelicitlaughterfromstudents;and

14. Instructorsasbilingual:toovercomelearningdifficultiesorobstacles.

Rolin-Ianziti and Brownlie’s (2002) study revealed that instructors employed the L1
forvariouspedagogicalandsocial
functionsmeanttofacilitateL2learningbyhelpingstudentstobetter understand L2 instructions and
by creating a supportive and enjoyable environment
intheclassroom.Buildingonthis,DelaCampaandNassaji(2009)notedthatthenoviceteacherin their
study relied on the students’ L1 as a means to help their students more often than
theexperienced teacher. The novice teacher’s lack of experience may explain this conclusion,
asan experienced teacher may have a better sense of the appropriate time to revert to
translationin order to overcome a particular problem, whereas a novice teacher may not have this

skill andthusdependmorefrequentlyontranslationasameansoffacilitatingthelearningprocess.

VI1.2. STUDENTS’FUNCTIONSOF L1USE

Current communicative language teaching approaches to the L2 classroom encourage
theuseofsmallgroupwork,such aspairwork,as aneffectivemethodofincreasingtheopportunities
for learners to be exposed to the L2 (Storch & Aldosari, 2010). However, it hasbeen noted that
many L2 teachers do not favour group work since students may actually usetheir L1
throughoutgroup tasks without any effective control (Storch & Aldosari, 2010).
UsingtheL 1canalsohelppupilsovercomelearningchallenges,aspreviouslymentioned.LucasandK
atz (1994), for example, observed that pairing L2 students who share an L1 allowed

morefluentpartnersto helptheirlessfluentpartners.

Storch and Wigglesworth (2003) and Storch and Aldosari (2010) focused on the
functionsthat are achieved by students when they use the L1 amongst themselves during pair

or groupwork.

Storch and Wigglesworth (2003) studied the functions that are served by students
usingtheirLlinpairwork.Inthestudy,twenty-fouruniversitystudentsweresplitintol2pairs;sixpairs
shared the same L1, while the other six did not. The pairs were asked to complete twotasks: a
text reconstruction task, and a short joint composition task. The learners’ talk was audio-taped
while they were working on their tasks. Data analysis of the same-L1 pairs revealed fourmain
functions were achieved through the use of the L1 during the tasks: task management
inwhichstudents communicatedintheL linordertodiscuss howthetaskshouldbe completed
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and structured; task clarification in which the students used the L1 to discuss the meaning
ofthe task instructions; vocabulary and meaning in which students reverted to their L1 in order
todiscuss lexical choices and the definitions of some words; and grammar in which
deliberationswere held regarding grammar points. In follow-up interviews, the same-L1 students
showed

anawarenessthatusingtheL 1enabledthemtodiscussthestructureofthetasksingreaterdepth,which
helped them to complete them more easily and quickly. The study indicated that allowingL1 use
in the L2 classroom and promoting the L2 learning process during group work can
beadvantageous and it can provide learners with a significant cognitive tool for L2

learning(Artemeva,1995).

A second study by Storch, this time with colleague Aldosari (Storch & Aldosari,
2010),shed further light on the functions of L1 use by L2 students. The study was conducted at
aUniversity College in Saudi Arabia in which Arabic was the L1 and English was being
taughtas a foreign language. Thirty-six first-year university students participated in the study.
Theparticipants were placed in three groups according to their proficiency level:six pairs
comprisedof two students from the high proficiency group (H-H); six pairs comprised of one
highproficiency student with a lower proficiency partner (H-L); and six pairs comprised of
twolower proficiency students (L-L). All groups were asked to complete three tasks —
jigsaw,composition, and text editing— over a period of three weeks. All of the pairs’ conversations

wereaudio-recorded.

ThefindingsshowedthatusingL 1(Arabic)duringthecompletionofthetaskservedthefivefollo

wing functions:

1. Task management: Students used their L1 to clarify instructions, choose a topic for
thetasks, and discuss issues related to managing the task, such as directing or
negotiatingthewriting activity;

2. Discussing and generating ideas: During the composition task especially, students
usedtheirL 1forthesakeofgeneratingorcommentingonideas;

3. Grammardeliberation:StudentsrevertedtotheirL 1todiscussL2grammaticalpointsandtex
tstructure;

4. Vocabulary deliberation: Students deliberated in their L1 on the meaning of words
orsentencesin theL2;and

5. Mechanicsdeliberation:StudentsdiscussedpunctuationandL2spellingandpronunciationi

n theirfirstlanguage.
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The findings of these studies alsoshowed that the amountof Llusage was
influencedbythetypeoftask.Task
management,forexample,requiredmoreL 1activationthanothertasks,but deliberative mechanics
required the least. As well, students reported being aware of theimportance of using the L2 as
much as possible; therefore, they attempted to keep the amountof L1 use modest during pair
work. Storch and Aldosari (2010) came to the conclusion that
thestudents'L1helpedthemovercomearangeofchallengeslinkedwiththeprescribedassignments.
Students reverted to their L1 when they felt it would be a more effective tool

forcompletingthetask, butwereconsciousoftheneedtouseasmuchL2aspossible.

As evidenced in the above sections, there are some differences between the functions
ofL1 use by teachers and L1 use by students. In both cases, however, L1 plays a vital role in

theL 2classroombyenhancingL2teachingandmakingthelearningprocessitselfmorefruitful.

VIIIl. NEGATIVERAMIFICATIONSOFL 1USE

Despite the benefits of using students' first language in L2 courses, there is evidence
of"dangers linkedwith overuse [emphasis added] of the Lllanguage.” (Bruen& Kelly, 2014,
p.11).The fundamentaldanger"isthatexcessiveusage ofLlintheL2classroom
canharmtheL2learningprocessbydenyingstudentsL 2input.input(Turnbull,2001).Thereare,howe
ver,other perceived dangers. Atkinson (1987), for example, suggested that L1 overuse can
causestudents to becomedependent on their L1 andfeel that reaching afull understanding of
aspectsof the target language cannot happen without translation. More specifically, L1 overuse
canlead to: apoorunderstandingof equivalences andpragmatic featuresdue
toinaccuratetranslation; inadvertent over reliance on their L1 as a matter of course,
notwithstanding theircapacity to use the L2; and an inability to recognize the value of using

the target languageexclusivelyin certainactivities.

Rolin-lanziti and Varshney (2008) also investigated the issue of excessive L1 use in
L2classrooms from the perspective of beginner French students in an Australian university.
Theresearch found that students feel L1 usage poses some concerns regarding overuse, among
themthat itminimizes students’ opportunities forexposure to the target language and increases
theirL1 dependence. "Excessive use of the L1 may lead to a cognitive dependence on L1,
which,when paired with a lack of attention to the TL [target language], is considered as a
barrier tolanguage learning,” Varshney and Rolin-lanziti said (p. 260). Furthermore, they

concluded thatminimizingtheamountofin-

classl 1useincreasesexnosuretimetothel 2 whichcanheln
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studentstolearntheL2inamorenaturalmannerandalsodirecttheirattentiontothetargetlanguagewithou

trelying tooheavilyon theirL1.

Aspreviouslymentioned,onecauseofheavyrelianceonL1bysomelL 2teachersmightbea lack
ofteachingexperience,asnotedbyDelaCampa andNassaji(2009).Anothercause,suggested by
Duff and Polio (1990), is that over reliance is attributed to a lack of awarenessregarding proper
L1 use in the L2 classroom. Raising L2 instructors' awareness of L1 use (andoveruse) is critical
because they may not understand when or why they use the L1 otherwise.(Polio & Duff,
1994). A third rationale is that teachers use the L1 excessively because of thebenefits that arise
from the practice. Harbord (1992), who believed that L1 could enhance
L 2teaching,warnedthatL 1shouldnotbeconsideredas™adevicethatcanbeutilizedtosavetimein order to

do more useful activities, nor to make life easier for the teacher of the students” (p.355).

These and other reasons, which surely vary from one context to another, may drive
bothL2 teachers and students to rely heavily on their L1 during class time. However, excessive
Lluse has beenshown to affect L2 learning andmay even be harmful in L2classrooms,
accordingtoresearch. Therefore,L2teachersandstudentsmustbeaware ofthe

extenttowhichtheirLlisgivenaplaceintheclassroom.

IX. AMOUNTOFL1USE

As the previous sections have described, several studies (see, for example, De la
Campa&Nassaji,2009;Duff& Polio,1990;Storch&
Aldosari,2010)havebeenconductedwiththeaim of understanding how much L1 use in the L2
classroom is acceptable (i.e., positive orneutral effects), and how much is overuse (i.e., negative
effects). Of these studies, some
focusedonstudents’typicalL 1useamongstthemselvesduringpairorgroupwork(Storch&Aldosari,2

010),whileotherstudiesshedlightonteachers’L1usage(Duff&Polio,1990).

The amount of L1 used among learners was shown to vary depending on the type of
thetask at hand and on the proficiency of the learners (Storch & Aldosari 2010; Storch
&Wigglesworth 2003). Storch and Aldosari (2010) discovered that, as a percentage of total
wordsused, the average number of L1 words used by students working in pairs was only 7%:
lowerproficiency students used Llwords 13% of the time,whereas higher proficiency students
usedL1l words 5% of the time. The authors noted that, regardless of proficiency, learners
consciouslyavoidedusingtheirL1lasmuchaspossibleandtriedtominimizetheuseof
L1whileworking
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on group tasks. Storch and Wigglesworth (2003) similarly reported that students used
modestamounts of L1 during their group work; in interviews, students stated that they fully
realizedthat they had to use the target language as much as possible. As a result, learners'
expressedavoidance of L1signals that they may use it when confronted with L2 learning

obstacles.—i.e.,L1usemayariseinresponsetoaneedtocompletethel 2taskathand.

In terms of the amount of L1 used by teachers, prescriptions vary. Turnbull
(2001)proposed that teachers who use the L2 less than 25% of the time in class may be relying
tooheavily on the L1 and depriving their students of valuable L2 input. Shapson, Durward,
andKaufman (1978), meanwhile, considered 75% of class time in the L2 and 25% in the L1 to
bean acceptable ratio. Calman and Daniel (1998), however, were significantly more

demanding:95%ofclasstimeintheL2isthelevel acceptabletoschoolboards.

Taking a descriptive approach, Duff and Polio (1990) observed 13differentL2classes atthe
university level at the University of California, where English is the L1 and the L2s
weredifferent foreign languagessuch as French, Hebrew, Japanese, etc. Thestudyfound that L2
useby teachers varied from 10-100%: six teachers used the L2 over 90% of the time during
classes,while the other seven teachers relied more frequently on the L1. The amount of L1
varieddepending on the class's competency level and the teachers' expertise, echoing De la
Campaand Nassaji’s (2009) finding that novice teachers use greater amounts of L1 than

experiencedteachers.

Ultimately, applied linguists disagree about the optimal or appropriate degree of L1
useby students and teachers in the L2 classroom. They have, however, identified numerous
factorsthat may play crucial roles in influencing the use of L1 in L2 classrooms, including
teachingpolicies, teacher experience, and type of activity or task, and students’ proficiency
level. Withrespect to students’ proficiency level, several studies (De la Campa & Nassaji,
2009; Kharma&Hajjaj, 1989; Kim & Petraki, 2009) elaborated on the impact of students’ L2
proficiency
onL luseinL2classrooms.Forexample,DelaCampaandNassaji(2009)reportedthatstudents’low
proficiency in German (L2) was an important factor that prompted teachers use English(L1) in
their classes. Duff and Polio (1990) likewise noted that using the learners’ L1 in the
L2classroomoccurredevenamongthenativespeakerteachersofthetargetlanguage. Asaresult,theco
mpetencelevelofpupils maybeadeterminingfactorinthequantityofL 1useintheL2classroom.
However, a lack of L2 proficiency on the teacher's part may lead to L1
overuse,whichiscertainly toberejectedintheL.2classroom.
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This chapter focuses on the methodology of the current study. First, it explains the mixed-
methodresearch design(Creswell,2015).Then,itdescribesthesettingofthestudy.Finally,itpresents
a profile of the study’s participants, followed by a discussion of data collectionmethods and
analysis. Then, it summarizes the findings, outlines the limitations of the

studyandstatespossiblepedagogicalimplications,andproposesdirectionsforfuturestudies.

|. RESEARCHDESIGN

Thismixed-methodsstudywasconductedusingaqualitative-dominant(QUALITATIVE

+ quantitative) exploratory sequential design (Creswell, 2015). Specifically, qualitative
datacollection and analysis was followed by quantitative data collection and analysis, where
thequantitative findings were used to triangulate qualitative findings and increase their
reliability(Creswell, 2014). Qualitative data was collected from two rounds of interviews with
seven EFLteachers,(pre-observation interview and post-observation interview). The researcher
alsoobserved one 45-minute class per teacher. Each observation was followed by a post-
observationinterview that expanded on the researcher’s field notes taken during the class.
Quantitative

datawasderivedfromaquestionnairecomprisedofl10questionsthatwasdistributedtothestudentsof the
teachers who were interviewed. The questions explored students’ beliefs about

theirteachers’reasons(i.e.,functions)forL 1useintheirL2classroom.

Il. SETTING

The study was conducted in four public Secondary schools (Schools A, B, C, and D)
frommid March to mid April 2022 (i,e, the second educational term in secondary schools) in
differentparts of M’sila. The choice of this location was because of the access to these schools
throughthe fact that the conductors of this paper are teachers and due to their personal contacts
whowork in these schools of the area. In addition, based on the previous experience as
students,EnglishlanguageteachersandstudentsintheseschoolsoftenrelyonArabic(L1)asateaching
and learning tool. 1st year secondary school literary stream students were selected for

classobservationanddistribution ofthequestionnaire.

I1l. PARTICIPANTS

The conductors of this paper alongside their supervisor and inspectors of the school
inwhich the study was conducted, nominated 10 English language teachers to participate in

thestudybasedontheirqualificationsandexperiencelevel,thegradesthattheyteach,andtheir
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proficiency in English (i.e., they must be able to express their ideas clearly in English).
SevenEFL teachers from the four schools volunteered to participate in the study. Table 1

summarizestheirdemographicinformation.Allnamesarepseudonyms.

Tablel:Demographicinformationofteacher-participants(n=7)

Name Gender | School | Teachingexperience | Academicqualifications

Ismahan Female A 10 Higher Diploma from ENS
ofCostantine

Sara Female A 9 Master 2  Diploma

inLinguisticsfromS

etif

Iman Female A 6 Higher Diploma from ENS
ofLaghouat

Saliha Female B 14 Higher Diploma from ENS
ofCostantine

Sabrina Female B 15 Master 2  Diploma in
LinguisticsfromBiskra

Mohamed | Male C 12 HigherDiplomafromENSof
Bouzeriaa

Karima Female D 20 HigherDiplomafromENSof
Costantine

All teacher-participants had at least a university degree in English language. Graduatesof
this program are qualified to work as English language teachers at schools in M’sila.
Theirteaching experience ranged fromsix to twenty years. Of the seven teachers, Ismahan, Sara,
andlman taught in the same school (School A); Sabrina and Saliha taught at the same
school(School B); and Mohammed and Karima were from different schools (Schools C and

D,respectively).

The second group of participants comprised 104 students from first year literary
stream.The students’ ages ranged from 15 to 16 years old. All of them had studied English as a

foreignlanguagefor5years. Table2displaysthedemographicinformationofthestudent-participants.

Table2:Demographicinformationofstudent-participants(n=104)

Genderofstudents Males Females
1styearliterarystream 23 81
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|. DATACOLLECTION

Thestudyemployedthreeprincipalmethodsofdatacollection:interviews,classobservations,
and a questionnaire. Briefly, data collection began, as shown in Table 3, withindividualpre-
observation interviews in  which each participantwas asked 10 questions in

ordertoexploretheirattitudestowardthephenomenonofusingL linL2classrooms.

After the interview, one class observation was scheduled and conducted with
eachparticipantinordertoobservetheteachers’practicesintheclass’senvironment.Attheend ofeach
class observation, a questionnaire was distributed to the students of the class to obtain theirviews
on L1 use in the L2 class. Finally, based on the class observations, questions weredeveloped
for the post-observation interviews, which aimed to elicit reasons which

motivatedteacherstoreverttotheL 1. Thesestepsarefurtherdescribedinthesections thatfollow.

Table3:Datesofinterviewsandclassobservationsinscriptiondanslescollegeslocaux,2005

Pseudonym Date of pre- | Date of Date of post-
observationinterview classobserv | observationinterview
ation

1-Ismahan March20 Aprill0 Aprill0

2-Sara March20 Aprill0 Aprill0

3-Iman March24 March27 March27

4-Sabrina March21 March28 March28

5-Saliha March23 March29 March29
6-Mohammed | Aprilll Aprill4 Aprilld

7-Karima Aprill7 Aprill8 Aprill8

1.1. INTERVIEWS

A total of two individual interviews were conducted with each teacher in a quiet
placewithin each teacher’s respective school. First, a semi-structured pre-observation interview
wasconducted during which questions were posed about their attitudes toward using L1 in their
L2classes. This interview also inquired about the perceived main functions and/or

negativeramificationsofusing L1 intheEFL.

Following each teacher’s class observation, a second semi-Structured interview
wasconducted. The questions for the post-observation interview were developed from notes
takenduringtheclassobservation.Questionsaimedtoelicittheteacher’sreasonsforrevertingtotheL 1
in class and also to identify the functions which were achieved in the English class byreverting

totheL1.
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The total time of the interviews was approximately two hours and 10 minutes, in
whicheach pre-observation interview lasted an average of 12 minutes, whereas the post-
observationinterviews lasted an average of six minutes. Table 4 shows the duration of the pre-
and post-observation interviews, the grade of the class that was observed for each participant,

and theparticipants’schools.

Table4:Interviewduration,observedclasses,andschoolsInscriptiondanslescollégeslocaux,2005

Pseudonym Pre- observation | Post-observation Grade | School

interview interview

duration duration

(minutes) (minutes)
1-Ismahan 11:25 12:24 11 A
2-Sara 9:40 10:10 11 A
3-Iman 8:42 9:06 10 A
4-Sabrina 10:00 13:12 10 B
5-Saliha 11:06 12:10 11 B
6-Mohammed | 12:06 15:16 11 C
7-Karima 11:10 13:56 10 D

1.2. CLASSOBSERVATIONS

The observation took 45 minutes. The classes were taught by each of the seven teacher-
participants. The intention was to examine the degree of match (or mismatch) between
teachers’stated beliefs and their actual teaching practices. The class observation also aimed to

explorethefunctionsandbenefitsofL 1useinthepracticalenvironment.

1.3. QUESTIONNAIRE

A Likert-type scale questionnaire was used to gather insights from the students.
Thequestionnaire included statements to which students were asked to respond by ticking the
optionthat best described their perception. The options ranged from never, which indicated that
theparticipant strongly disagreed with a statement, to always which indicated that the
participantstronglyagreed. Thefirstthreeoptions(i.e.,Always,Usually,Often)wereconsideredindic
ative of the participant’s agreement to the statement whereas the other three
options(Occasionally, Rarely, Never) were regarded as indicative of their disagreement. Each
answerinthequestionnairewasgivenavaluewhichwouldhelptounderstandthemeanvalueofeachite

minthequestionnaire. Table5showsthevalueofeachoptioninthequestionnaire.
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Table5:Valueofquestionnaireoptions

Option Never Rarely Occasionally | Often
Value 0 1 2 3

A questionnaire was distributed to the students of the teacher-participants at the end
ofeach class observation. The questionnaire included ten questions in two sections (see
AppendixA): the first section included two items about participants’ gender and total years spent
learningEnglish, and the second section included eight items about functions that may be achieved
whenteachers use L1 in class. These eight items aimed to explore students’ beliefs about the
functionsof teachers’ use of L1 in their L2 classrooms. The items of the questionnaire were
adapted ormodified from the questionnaires of previous studies. Table 6 shows the source of each

questionposedin thequestionnaire:

Table6:Sourcesforquestionnaireitems

Functions Source
Explaincomplexgrammarpoints Sharma(2006)
Helpdefine some newvocabularyitems Sharma(2006)
“My Explaindifficult conceptsorideas Sharma(2006)
Englishlanguage | Giveinstructions Sharma(2006)
teachersuse Praisethe students MohebbiandAlavi(2014)
Arabic in Translatethereadingtexts MohebbiandAlavi(2014)
theEnglish Maintaindisciplineintheclass LucasandKatz(1994)
languageclassto: | Explainthesimilaritiesanddifferences Al-Nofaie(2010)
: betweenArabicandEnglishintermsofgra
mmarorstructureorpronunciation

Il. DATAANALYSIS

Pre- and post-observation interviews were audio-recorded using a digital voice
recorderand transcribed. The data was then coded for emergent themes according to Charmaz
(2014),who defined coding as “naming segments of data with a label that simultaneously
categories,summarizes, and accounts for each piece of data” (p. 111). Charmaz (2014)
identified twostages in coding for emerging themes: first, initial coding, during which the
researcher stayscloselyfocused on the data, looking for themes insegments and jotting
downwords that reflectthe recorded actions; and second, focused coding, during which the
researcher looks for
“themostsignificantand/orfrequentearliercodestosiftthroughlargeamountsofdata”(Charmaz,201
4,p.138).
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Class observation data comprised notes that were taken in class regarding
teachers’practices and students’behaviours in L1 use.Post-observation interview questions

weredevelopedbased onthesenotes.

Quantitative data gathered from the questionnaire survey was analyzed using SPSS,
astatistical software package. Every item in the questionnaire form was tabulated as a
percentage,mean value, and standard deviation (SD) value in order to understand the meaning

of the datagathered.
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In the following sub-sections, the findings are presented, interpreted, and discussed
inrelationtomainstreamliteratureonL1useinL2classes. Thefindingsrevealed anumberofL1
functions based on EFL teachers and students’ perceptions, as well as two
negativeramifications of L1 overuse in the L2 classroom. Before presenting the findings, it

may beusefultorestatetheresearch questionshere.

1. WhatareAlgerianEFLteachers’attitudestowardL1usageintheL2classroom?

2. WhatdoteachersconsidertobethemainfunctionsofL1usageintheL2classroom?

3. WhatdoteachersconsidertobepossiblenegativeramificationsofL1overuseintheL2classro
om?

4. Whatarethemainfunctionsoftheteachers’useofL1intheL2classroomaccordingtoAlgerian

secondary EFLstudents?

|. TEACHERATTITUDESTOWARDL 1USE(RESEARCHQUESTION1)

Two main findings related to teachers’ attitudes toward awareness and time spent

usingtheL1.Thesewillbeexpandedand discussedbelow.

l.1. AWARENESSOFL 1USE

Basedoninterviewsandobservationsofteachers’practicesintheclasses,allparticipants
manifested an awareness of the importance of minimizing L1 use as much
aspossibleintheirclassesinordertoincreasestudents’exposuretothe.2. Forexample,Mohamme
dstatedthat“studentsshouldpracticeEnglishintheclassbecausetheydid not have other places
to do that.”Karima also claimed that: “Arabic use should
belimitedtospecificsituationsandteachersshouldencouragestudentstouseEnglishasmuchastheyco

uld.”Inaddition,Ismahanstated that:

“As | mentioned before, we teach English as a foreign language so the
amountof exposure to the language is too little. Students only have the opportunity to
practiceEnglish inside the classroom. So, they do not have any opportunities outside
theclassroomso...1

’

mainlyuseEnglishbutasltoldyouhereandthereitisessentialtouseArabic.’

Observation notes further showed that the use of L1 in five of the participating
classeswas minimal. The other two teachers used a good deal of L1 in their classes, but they

justifiedthatusebyappealingtothe factthattheyhadgrammarlessonstogive,whichneededmore
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L1 use than other types of lessons. This finding clashes somewhat with Polio and
Duff’s(1994) observation that L2 teachers may not be aware of how L1 and L2 are being
used intheir classes. The present study found that participants were in fact highly aware of
theirL1/L2 use, and overwhelmingly held that it is important to minimize the amount of L1

useandincreaseL2 usein theclassroom.

The participants’ apparently high awareness and full intention to minimize L1 use
intheir classes and increase the amount of L2 use may be attributed to two main factors:
firstly,all teachers had considerable experience teaching English at the public school level
(theirexperience varied from 6-20 years). This may have enabled them to realize that L1
shouldonly be used for specific purposes in an L2 classroom, while the main focus ought to
be onpracticing the L2. For example, Saliha claimed “thatshe was an English language
teacher;l came to thatschool to teach the English language.she just used Arabic to help her
studentsto understand the English language lessons”. In addition, during the class
observation, herL1 use was quite limited (approximately 10%). The influence of teaching
experience
onteachercognitiondevelopmentintermsofpracticesiswidelyreportedintheliterature.Forexamp
le, De la Campa and Nassaji (2009) observed that an experienced participant who hadmore
than 20 years of teaching experience used fewer L1 words in the L2 class than a

noviceparticipant whohadonlyfourweeksofteachingexperience.

Secondly, a high awareness of the importance of minimizing L1 use may come
fromtheteachingpoliciesinAlgeriathatbanusingL linL2classrooms. Forexample,
whentheresearcher asked Karima if she breaks with policy guidelines when she uses Arabic
in herEnglish class, she replied “that she agreed and if her inspector came to observe her class
andfound her using Arabic in teaching English, that would be a negative point on her
record.”In addition, she stated that “In the English Teacher’s Manual, teachers should not
translateanything into Arabic unless as the final option.” What Karima said gives the
impression thatAlgerian EFL teachers are aware of the principles of the Algerian teaching
policies, whichdo not, apparently, welcome L1 use during L2 instruction. Littlewood and
Yu (2011)observed that the L2 teaching policy in many countries prefer monolingual
approaches inthe L2 classes. Duff and Polio (1990) likewise suggested that teaching policies

regarding L1useinL2classroomsmayinfluenceL1lusebyL 2teachers.
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In spite of the teachers’ high awareness of the need to minimize the amount of in-
classL1 use as much as possible, they still considered the L1 to be a beneficial teaching
tool. Inother words, they believed that using the L1 in some situations and for specific
purposescould enhance the L2 teaching and learning process. Therefore, they support a
judicious andprincipled use of L1. For example, Saliha had pointed out “it [L1] was beneficial

sometimes,but shedidnotsupport usingitallthetime”.Ismahanalsostatedthat:

Youknowweareafterourstudentsinordertounderstand. Theultimategoalisthatthey
usetheEnglishlanguage.Whenlfinditdifficultforthemtounderstandanysituation, why
not? We can use Arabic in order to make the big picture clearer

forthem,butaslsaidwearealwaysafraidoftheoveruseofArabic.

It is obvious here that the teachers are aware of the importance of using the L2 in
anL2 class, yet they continue to use the L1. A possible explanation is that they pay
moreattention to achieving the ultimate goal of the class than to following the teaching policy.
Inother words, because they are the actual practitioners in the educational field they
cantherefore decide what a suitable method is for achieving the goals or overcome
learningchallenges in their particular class. For example, Karima said that, “if we had no
otherchoices to make the idea clear for our students but Arabic, she thought you should use
it.”Similarly, Ismahan stated, “in some situations, she found it difficult to convey the
messageshe wanted to her students so she found herself obliged to use her mother tongue.”
Theseobservations pointtothebenefitsofL1use
forteachersintherealworld,eventhoughtheyalsorealizetheimportanceofmaximizingL2useasm

uchasthey can.

Kharma and Hajjaji (1989) argued that excluding L1 from L2 classrooms in
someeducational environments, such as public schools where teachers are not native
speakers ofthe target language, or other classroom realities, is often challenging (e.g., due
to class sizeor limited time for the assigned material). In these cases, avoiding L1 use
simply does notwork because “[one needs a way of] bridging information gaps when those
cannot be[addressed] in the second language” (p. 231). Hence, although adherents of the
maximalposition described in Chapter 2 believe that L1 may have no value in the L2
classroom, theystill think that because of imperfect teaching conditions in the educational
environments,teachers may need to revert to the use of L1 as a teaching recourse to

overcome teachingchallenges(Macaro,2001).
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In sum, this study found that EFL teachers are aware of their L1 use in the
L2classroom and that they believe that L1 use may enhance the L2 teaching and
learningprocess. Overall, the teachers support abalanced and principled useof L1 in
somesituationsinordertoovercomesomeclassroombarriers,despiteL1usebeingforbiddenaccor

dingtoeducationalpolicy.

1.2. AMOUNTOFL1USE

This study has also found that teachers believe that the appropriate amount of L1

usagedependsontwovariables: 1)thetypeoflessonand2)thestudents’proficiencylevel.

Il1. TYPESOFLESSONS

The interviewed teachers suggested that the type of lesson influences the amount
ofL1 use in the class. They think that some lessons, such as grammar, need more L1

supportthanothers.Forexample,Karimastated:

Reading lessons need less Arabic while grammar lessons need more
Arabic.Different types of lessons need different amount of Arabic. Speaking lessons
do notneed Arabic. Students must ask and answer questions in English only while

readinglessonsneedsomeArabicbutnotthesameamountasingrammar.

The suggestion was that lessons in which the teacher has both the role of
providingexplanations and is also the main source of information (e.g., grammar lessons)
need moreL1 use than lessons in which the teacher has less of a role as the main source of
information(e.qg.,listeningandspeakinglessons).Thisisbecausetheformer
typeoflessonrequirestheteachers to explain and provide rules, give examples and details,
conduct
comparisonsbetweenthelL 1andL2,andsoon.Insuchcases,thestudentshaveonlytheroleoflisteni
ngor asking for greater clarification. Thus, teachers giving these kinds of lessons need to
useall availablemeans or teaching resources in order toensure that the lessonis
comprehensibleto the students. Consequently, teachers may find L1 to be a beneficial teaching
tool that
helpsthemtoachievetheirteachinggoalsorovercomechallenges,e.g.,students’misunderstandin
g.Thesameconditionsprevailduring reading lessons,duringwhichteachers strive to ensure that
their students understand the texts, comprehend new words andkey concepts. Thus even

during reading lessons, teachers may provide some
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clarificationsbytranslatingorgivingL 1equivalentsforsomewordsandconcepts.
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On the other hand, lessons such as listening require students to listen carefully to
L2conversations or activities in order to improve their listening skills without any
interventionfrom the teacher. Teachers, in such cases, may have only the role of managing
the class ortasksunderway. Similarly,duringspeakinglessons,
whichrequirestudentstospeakthelL.2as much as possible, teachers may use only the L2 for
the entire time. For example, whenthe researcher asked Karima if L1 can have a place in
speaking and listening classes,

shesaid, “No,speakingandlisteninglessonsshouldbetaughtinEnglish.”

Bateman(2008)andDuffandPolio(1990)notedthatlessoncontentisa
variablethatcaninfluenceL luseintheL2classroom.Similarly,teachersinthepresentstudymayne

edtousemoreL linsometypesoflessonsaccordingtotheirrolesorteachinggoals.

11.1. STUDENT'SPROFICIENCY LEVEL

With respect to the second feature affecting L1 use, student proficiency level,
teachersmaybelievethatlowproficiencystudentsneedgreateramountsofL 1useduringclass-

timethanthosewithhigherlevelsofproficiency.Forexample,Salihapointedout:

UsingArabicintheEnglishlanguageclassesdependssometimesonthestudents’
level in English language. When the students are weak, you have to useArabic to
explain English as a subject because they are not going to understand

asinglewordifyouspeakEnglish allthetime.
Karimaalsoclaimedthat:

I think the level or the stage that you are teaching determines if or not to
useArabic in the class. For example, if you are teaching secondary stage, it is rarely
touse Arabic but if you are teaching the basics [elementary]stages, | think you will

needtouseArabicsometimes.

It is apparent that teachers believe that low proficiency students need more L1
usagethan higher-level students and that the L1 may be a valuable teaching resource for
increasingthese students’ comprehension of the L2. Moreover, classrooms usually include
students ofdifferent proficiency levels, and so teachers may find that using more L1 with
students oflow-level proficiency may decrease the proficiency gap between the students in

their L2classroom.ThiswasclearinSara’sviewwhenshesaidthat:
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We always have, in our classes, good students, weak students and
excellentstudents. You have to deal with each of them separately from his colleagues.
Forexample, if | ask a question, some students will be able to give full answer, full
meaninginEnglish.OtherswillgivehalfoftheanswerinEnglishandmaycontinueansweringin

Arabicsometimes.lhavetodealwitheachstudentseparatelyfromtheother.

Saliha shared the same belief in her pre-observation interview when she
proposed,”“When the students were weak, we had to use Arabic to explain English.” In her
classobservation, Saliha had given her students the Arabic meanings of some English

words. Inthepost-observationinterview,shesaid:

[The Arabic meanings were given] because not all the students can understand
themeaning of these words in English. Some can understand them in English without aneed
touse Arabic while the other [low-level proficiency students] cannot understand them

inEnglishonlyandtheyneedArabictohelpthemtounderstand better.

Saliha and Sara claimed that using L1 enabled them to deal with low
proficiencystudents by increasing the students’ comprehension of the L2 lessons’ contents
to a levelequal to that of their higher-level proficiency classmates, without needlessly wasting

time oreffort.

In the literature on L1 use in the L2 classroom, many studies have found that
thestudents’ level of proficiency has an effect on L1 use. Communication between teachers
andstudentsusingtheL1maycreatea
morerelaxedatmosphereintheL2class(Bruen&Kelly,2014), particularly by encouraging
lower-level proficiency students to engage in the class.Moreover, switching to the L1 may
play a positive role in reducing the language and cultureshock within the L2 classroom
(Auerbach, 1993; Brooks-Lewis, 2009). Consequently, L2students, particularly those with
low-levelproficiency, become more comfortable andrelaxed whereas they may otherwise

feel anxious in a monolingual teaching environment(Levine,2003).

Several more studies have pointed to proficiency level influencing L1 use in
L2classrooms.Forexample,DelaCampaandNassaji(2009)foundthatstudents’lowlevelofGerm
an (L2) skills was a major factor in why the participating instructors chose to useEnglish
(L1) in their classes. Moreover, Kharma and Hajjaj (1989) noted that the teachers

ofbeginners’classessupportL 1usemorethanteachersothigher-levelcourses. Theseauthors
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suggested that the L1 use “decreases with the increase of the students’ knowledge of
thelanguage being taught” (p. 228). Kim and Petraki (2009), meanwhile, found that
teachersand students give a significant role to L1 use more in the beginning stages of

languageapprehension, lessinintermediatestages,andmuchlessatadvancedlevels.

1. FUNCTIONSOFL1USE(RESEARCHQUESTIONZ2)

ThissectionaimestoidentifythemainfunctionsofL1useintheL2classroombasedon  the
teachers’ beliefs and practices. In the pre-interviews, all of the teachers suggestedsome
functions of using L1 in the L2 classroom; these were then compared with theirpractices in
the classroom. The conclusion is that all participants reverted to L1 in their L2classes
inorder to achieve differentfunctions and purposes.Specifically, the functions wereas follows:
translation, metalinguistic use, overcoming some teaching challenges, givinginstructions,
motivation, and avoiding some words in L2 that sound taboo in L1. These
areexpandedinthefollowingsections.Table7showstheteachersthatdiscussedordemonstratedea

ch L1function.

Table7:FunctionsofL 1useaccordingtoteachers

Function Teacher
1-Translation Allparticipants
2-Metalinguisticuse Allparticipants
3-Overcometeachingchallenge Ismahan,Iman,Saliha
4-Givelnstructions Karima,Saliha
5-Motivation Allparticipants
6-Avoidtaboowords Sara

111.1. TRANSLATION

Translation occurs when a teacher translates L2 items, such as words, phrases
orproverbs, into the L1. Translation may enable students to understand the meaning of
saiditems and learn them better. Malakoff and Hakuta (1991) observed, “translation provides
aneasy avenue to enhance linguistic awareness and pride in bilingualism” (p. 163).
Teachers’reliance on the L1 for translation purposes was evident during class observations.
During thepost-observation interviews, teachers justified translating in some classroom
situations,sayingthattranslationassistedthemin
makingtheteachingprocessmorefruitful. Teachersindicated that translation assisted them in
anumber of ways. Firstly,explaining the
meaningsofwords: Teacherssuggestedthattranslationassistedthemin

ordertoexnlainthemeaning
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of words, which may increase students’ comprehension and facilitate the learning of
L2words. However, teachersdidnottranslate allof thewordsorconceptswhich
theyencountered in class; they realized that translation should not be used randomly, but

ratherthatitshouldbeusedtoovercomeparticularchallenges.Forexample,Karima claimed:

In the English Teacher’s Manual, teachers should not translate anything
intoArabic unless as the final option. If students need to know the meaning of a word,

theyhavetogototheglossarywheretheycanfindtheEnglishmeaningofit.

Based on the interviews and class-observations, teachers may be aware of the fact
thatthe act of translating the meaning of words must be done purposefully in four scenarios:
1)new words, 2) abstract or difficult concepts, 3) proverbs, and 4) words that may have

morethanoneequivalentinL1whichmayprovokemisunderstandingsamongthestudents.

With respect to translating new words, Ismahan said that, “she used it [L1] in
differentsituations... For example, when she wanted to explain or teach them new words”.
In herclass, she asked students to give her the Arabic meaning of some English words, and
shehad justified that practice in the post-observation interview: “ we know that it was a new
unitand they were new vocabulary words for her students so she had wanted to make sure
thatthey understood the meanings of those words.”Karima alsohadgiven anArabic

translationfortheEnglishword“features”inherclass, sayingthatthewordwasnew:

Because this was a new word for them. | thought that it would be easier for
mystudents to understand this new word if I told them its’ Arabic meaning. I think

EnglishteachersneedtouseArabicsometimeswhenteachingnewvocabulary.

Teachers may have a tendency to point to links between the L2 and L1 because
theyare aware or have come to realize from experience that the two languages are not yet
clearlyseparated withinthe
L2learners'minds(Cook,2001).Inotherwords,learners’willtendtomake links between the L1
and L2 in order to learn the L2 because “the two languages
arecloselylinkedinthemind”(Cook,2001,p.414).Studentsmightmemorizeandunderstandthe
meanings of new L2 words much better if they recognize the L1 meanings of these words.The
teachers’ conscious efforts to establish connections between L1 and L2 were clear
inSabrina’s statement: “they should not forget the idea that when we wanted to
explaingrammar or anything new for students in the second language, we should relate it to

theirfirstlanguage.”
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Many researchers have observed the practice of explaining the meaning of new
L2words during classroom time in different contexts. For example, Sharma (2006) found
that42% of participating teachers used their L1 in order to define new L2 vocabulary items.
Asimilar  findingwas reportedbyAl-Shammari, (2011), Kharmaand Hajjaj (1989),
MohebbiandAlavi(2014),and Shweers(1999).

A second reason teachers use translation is to explain the meaning of abstract
ordifficult concepts. It is commonplace that teachers encounter concepts that are not easy
toexplain using only the target L2; thus, teachers may find translation to be a good means
ofexplaining the meanings of these concepts to their students. For example,Ismahan stated
thatsome abstract concepts such as “hope” may be difficult to be explained to students

throughthelL 2:

When I want to explain or teach them ... abstract words for example. It is
notenough to use English sometimes. So, | try to use Arabic to give them a clear idea.
Forexample, if I want to teach the word hope, it is easier for me to say to my students
hopemeans Jdlll[Alamal]. In this case, | shorten, | save my time and | can shift into

Englishautomatically.

Using translation as a means of explaining the meaning of abstract or difficult
conceptsmay come as a result of particular teaching challenges, such as time limitations.
Suchconcepts can take time to explain; therefore, teachers may find that translation may be
aneffectivewaytosavetheclasstimebyenablingstudentstounderstandthemeaningquicklythrou
ghtheirL1.

The use of translation in order to teach difficult concepts is widespread among
bothL2teachers andstudents,particularlyinforeign languagecontexts.For
example,AlShammari (2011) conducted a study in SaudiArabia and reported that 51%of
teachers usedthe L1 in order to teach difficult concepts. Similar findings have been reported
by KharmaandHajjaj(1989),Sharma(2006),andShweers(1999).

A third rationale for using translation is translating proverbs, which are different
fromsimple phrases or words because they convey hidden meanings. Proverbs are one form
offormulaic language manifestations (Wood, 2015), which is simply defined as a multi-
wordstructure (i.e., three words or more) carrying a specific meaning (Appel &

Trofimovich,2017)ormoretechnicallyas‘‘anumbrellatermusedtodescribefixedandsemifixed
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expressions of various lengths” (Appel& Wood, 2016, p. 56). Translating these chunks
ofwords (i.e., proverbs) may be very important and necessary in the L2 classroom to make
surethat learners have understood the accurate meaning of these expressions. The
ideascontainedinproverbstypicallyhaveequivalentsinotherlanguages,andsogivinganequivalentpr
overbintheL1canbeeffective,moresothantranslatingitword-for-
wordfromthelL2totheL.1.1smahan,forexample,revertedtoArabicinordertogiveherstudentstheequi
valentof the English proverb “too many cooks spoil the broth.” she explained to her students
thattherewasanequivalentproverbinArabicculture:s_adoys \ by chil<“KuthretAltbakheen
Tufssed Altabkhah” Giving students the L1 proverb enabled them to understand the
Englishproverb,and was intended to help them to recognize and acquire the translation
skillofneeding to explain the overall idea of such a saying, not understand each individual
word’smeaning which could lead them astray. Ismahan further suggested that translating

proverbsmightmotivatestudents.

Duringlsmahan’sclassobservation,studentsweresmilingandlaughingwhenlsmahan
translated the aforementioned proverb into Arabic. The students were happy toknow that
this English proverb has an Arabic equivalent and meaning. Recognizing themeaning of the
proverbs attracted the students’ attention to the class, and this may be thereasonthat

inspiredIsmahantotranslatetheEnglishproverbintoArabic.

Translation was also used for words that may gloss more than one equivalent in
theL1. In other words, teachers may encounter L2 words that have more than one meaning
inthe students’” L1. In such cases, some teachers give the required meaning for the
particularlesson at hand, without paying attention to the fact that this L2 word may have a
differentmeaning in another L1context, whereas other teachers try to clarify all potential
L1imeanings of the same L2word. This study found two examples where teachers
usedtranslationtoclarifythemeanings
ofwordsandshowhowthemeaningmayvaryfromonesentence to another. The first example
was in Ismahan’s class, during which she had toexplain the meaning of English word raw.
The English word raw glosses two
differentmeaningsinArabic:itmayglossas"«sy"Naie ‘whichreferstouncookedmeat,oritmay
glossas"ala"Kham,whichmeansnotprocessed,asin“rawmaterial”.Ismahanwasawarethat if she
just translated the meaning required for the particular lesson underway, i.e., as“raw food”,
her students would not realize that there was another meaning of raw potentialL1 meanings

of the same L2 word. This study found two examples where teachers

usedtranslationtoclarifythemeanings ofwordsandshowhowthemeaningmayvaryfromone
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sentence to another. The first example was in Mark’s class, during which he had to
explainthemeaningofEnglish

wordraw.TheEnglishwordrawglossestwodifferentmeaningsinArabic:itmayglossas”ss;"Naie
‘whichreferstouncookedmeat,oritmayglossas”s/z" Kham, which means not processed, as in
“raw material”. Mark was aware that if he justtranslated the meaning required for the
particular lesson underway, 1.e., as “raw food”,

hisstudentswouldnotrealizethattherewasanothermeaningofraw.

ThesecondexamplewasinSara’sclass,during whichshehadtoexplaintheEnglishword
treated. Sara explained to her students that treated may have either of two
meaningsinEnglish.First,itmaymeanhowonedealswithothersorhowothersdealwithoneself,asi
n “He treats his dog poorly”. Second, it may have the sense implied when one is sick
orwounded and needs medical (or other) attention, as in, “Her pneumonia needs to be
treatedimmediately”. She explained that the first meaning glosses as "J«s=" Aumelah, while
thesecondmeaningglossesas"z!s¢ "Aulejah.Althoughonlythefirstmeaningwasrequired for
that particular lesson, Sara explained to her students that the word treated has

differentmeaningsinEnglishandthat eachmeaningglossesadifferentwordinArabic.

Sara and Ismahan were the only teachers who paid such attention to the
differentconnotations of English words in Arabic. They taught in one of the pioneering
schools (A)in the area. Consequently, long teaching experience as wellas the reputation of
the schoolmay qualify them to be aware more than others of the importance of explaining

how someEnglishwordsmayhavemanydifferentArabicmeanings.

A final application of translation was for teaching students translation skills.
Teachingstudents the strategies needed for proper translation was an evident factor in the
teachers’practices when they gave their students the L1 equivalents for L2 words or
sentences, orasked their students to translate somewords or sentences which they encountered
during theL2 class. Cook (2009) argued that the “practice of translation is an end in itself
for manystudents rather than simply a means to greater proficiency in the target language”
(p. 115).Although teachers’ translation practices with respect to explaining the meaning of L2
wordsand sentences may include indirect training in translation skills, this study found that
teacherswere aware of this function: from time to time they translated, or ask their students
totranslate, words or sentences in order to enable their students to practice their
translationskills. For example, Sabrina was mindful to teach her students translation

strategy.
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Sheclaimedthattranslationpracticesintheclassenablethestudentstoacquiretranslationskills
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andtheabilitytotranslatecorrectly.Duringclass,sheaskedherstudentsaboutthe

Arabictranslationfor“Theredcastle”,andshejustifiedthat:

I usually try to relate what they learn in English to Arabic. | teach how
totranslate from English to Arabic and vice versa...I want them to understand that

whentheytranslatetheytranslatetheideaorthemeaningnotthesentenceorthephraseasitis.

In addition, she may have realized that translation practice teaches her students
tochange their belief that every L2 word has an exact equivalent in their L1. Cook
(2009)hasargued that one of virtues of translation is that it enables L2 students to overcome
theproblem of literal translation, which is often based on the belief that every word in the
L2has an exact equivalent in the L1, or vice versa. Hence, translation practice may have
moreto it than the simple role of facilitating the apprehension of L2meanings; it may also
enablethe students to acquire translation skills that maybe help correct misaligned beliefs

aboutlanguagesbeing equivalent.

111.2. METALINGUISTICUSE

Metalinguistic use is a second function of L1 use according to the data.
Metalinguisticuse occurs when teachers switch from speaking in the L2 to talking about the
L2 in thestudents’ L1 (Rolin-lanziti & Brownlie, 2002). This occurs for four main reasons.
The firstis to explain grammar. The use of L1 in order to teach L2 grammar is widespread
among
L2teachers,particularlyinforeignlanguagecontexts.Forexample,Karimasuggested, “Somelang
uage aspects alsoneed tobe explained inyourfirst language likegrammar andvocabulary.”
Based on the interviews, it was clear that all participants in the study wereconvinced that
using L1 to teach L2 grammar is a beneficial practice. Mohammed andSabrina taught
grammar lessons during their classroom observations, while the other fiveparticipants
taught reading lessons. The five teachers who taught reading lessons madelimited use of L1
(approximately 10 %) whereas Mohammed and Sabrina’s L1 use wasextensive
(approximately 50%). When the researcher asked them about their L1 use in thelL2
classroom, Mohammed said he wused “about 50% in grammar, 20% in
reading.”Sabrinaanswered, “Not more than 20%. This could be in teaching all aspects of

language but notgrammar.”
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ThislargeamountofL 1useduringtheL2grammarclassesreflectsthebeliefthatL 1 use
during grammar lessons comes as a result of “the difficulty of making the grammar
pointcomprehensiblethroughtheL.2”’(Edstrom,2006,p.285).Becausegrammarlessonsrequirea
mpleeffortonthepartofteacherstoexplaingrammarpointsandmakethemcomprehensible,teache
rsmayfindthatusingtheL 1for,forinstance,conductingcomparisons between L1 and L2

grammar rules, increases their students’ comprehension.Sabrina,forinstance,pointed out:

Grammar is something abstract and it is related to the language itself. So, if
lexplain it in English, it would be difficult for them to take it. Therefore, | explained
itinArabicfirstlysotheycouldunderstandtherulethentheycanpracticeusingtherulein

English.

Teaching experience of the teachers may be the main factor behind their belief that
Lluse may assist them to overcome the difficulty of teacher L2 grammar lessons. For
example,Sabrina stated, From her experience in teaching English language for 15 years, she
foundthat it [L1 use] was an effective way in teaching grammar but not in other skills. She
lateradded, she had tried to use English only in grammar lessons but she found that it was
noteffectiveatall.Sabrinabelieves,basedonherteachingexperience(15years),thatL 1useisvery
important in an L2grammar class, and she alsobelieved that themonolingual
approachisnoteffectiveatallinthesamecontext. Apparently,teachersmaytouchonthebenefitsofL
1 use in grammar lessons; e.g., increasing their students’ comprehension, clarifying
thegrammatical points and concepts, andspeeding-up explanations in order to finish
theassigned material. Thus, they become advocates for the view that L2 grammar is
betterexplained in L1, and “are not enthusiastic about carrying out grammar explanation in

theL2”(Cook,2001,p.415).

Assalahi (2013), for example, noted that L1, in EFL context, is seen among L2
teachersas astrategy to facilitate L2 grammar learning. Moreover, Kharma and Hajjaj (1989)
foundthat 66% of their teacher-participants believed that L1 should be used in order to explain
L2grammar.SimilarfindingswerereportedbyAl-
Shammari,(2011),Bateman,(2008),Mohebbiand Alavi,(2014),and Sharma(2006).
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A second reason for using the L1 to explain L2 points is for teaching L2
pronunciation.Teachers may teach L2 pronunciation by referring to sounds from L1 for the
sake ofcomparing the linguistic systems. In Iman’s class, it was noted that she reverted to
Arabic inordertoexplainhowtheEnglishword“therapeutic”waspronounced.Inthepost-
observation interview, she said Sometimes she used alternative Arabic sounds to help
herstudents to pronounce words correctly. They connected the pronunciation with
Arabicsounds so they could not forget that, because they connected it with similar sounds in
Arabic.Based on Iman’s practice and belief, using L1 to teach L2 pronunciation may
represent theteachers’ lifeline for overcoming challenges to instructing students in
pronunciation, becauselL.2 teachers are not usually native to the language which they teach,
particularly in foreignlanguage contexts. Moreover, students may find L1 to be a good
technique for learning L2sounds because they try to imitate or make links between L1 and

L2 sounds, as Imanproposed.

Severalprevious studies in both ESLand EFLcontexts (e.g.,Alghazo, 2013;
Burgess&Spencer,2000;Foote,Holtby&Derwing,2011)havereportedthatteachingL.2pronunci
ation may be the most difficult skill that teachers contend with in L2 classes,andthat
teachers feel insecure when they teach L2 pronunciation. In the EFL context of
Jordan,Alghazo (2013), for example, reported a lack of confidence and training on the part
of L2teachers in pronunciation instruction, particularly in teaching the prosodic aspects of
English(i.e., rhythm and intonation). In the ESL context of Canada, Foote, Holtby and
Derwing(2011), for example, found that L1 may play a key role in increasing teachers’
confidenceteaching L2 pronunciation, for the reason that non-native English speaking
teachers
maythemselveshavepoorpronunciationabilities,whichislikelytobeasourceofconfusion.Inthe
afore-mentioned study of Foote, Holtby and Derwing (2011), it was found that
35participants out of 99 believed that pronunciation instruction would be more effective if
theteacher shared the same L1 as the students. In EFL contexts, however, no studies

werefoundtoreportteachers’preferencesastotheuseofL 1inL2pronunciationinstruction.

Furthermore,students  themselvesmayfavour  using  theirL1while  learning
L2pronunciation, because L2 sounds may be challenging for them. For example,
Alghazo(2015) conducted a study in Saudi Arabia with Arabic students learning English as a
foreignlanguage and reported that nearly 90% of participating L2 students in his study

preferredthattheirL1beusedinL2pronunciationclasses.
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A third reason that the L1 may be used for metalinguistic purposes is for teaching
L2punctuation. Teachers may revert to their L1 in order teach punctuation by discussing
anysimilarities and/or differences in the use of punctuation marks that may exist between
thetwo languages. In the present study, Mohammed was the only teacher who indicated in
thepre-observation interview that he relied on Arabic in order to teach students about
Englishpunctuation. However, none of the participants taught punctuation in the classes which
wereobserved and so it is unclear the extent to which teachers actually made use of the L1 for

thispurpose.

A final reason for using the L1 to talk about the L2 is when talking about
culturalsimilarities and differences. In the L2 class, teachers often discuss the L2 culture.
Three ofthe present study’s teacher-participants indicated in the pre-interviews that they
may revertto Arabic in order to explain some cultural aspects in both languages. However, in
the class-observation, the researcher only noted one example, in Sara’s class. She was one
of theparticipants who claimed that she relied on Arabic in order to talk about English
culture, asshe says, to show the differences in cultures or the similarities. In Sara’s class,
the readingtext was from “Oliver Twist” the famous novel written by the English writer,
CharlesDickens. Megan talked about the novel and the author, and then asked her students
if theywere able to give an example of an Arabic writer. Her students answered Najeeb
Mahfouz.Sara then talked about Najeb Mahfouz —that he received a Nobel Prize and has
written manygreat works, and so on— all in Arabic. In her post-observation interview, she

justified thisapproach:

I think that our students should appreciate our Arabic writers and they
mustalwaysrememberthataswehaveEnglishwriterswhowriteinacertainstyle,uniquestyl
einEnglishlanguage,wesimilarlyhavewritersinArabiclanguage...thathelpsthestudentst

ounderstand theEnglishculturealso.

Sara believed that giving an example from the Arabic context would improve
herstudents’ understanding of the culture surrounding English via a comparison of the
students’culture and English culture. She held that a comparison would increase her
students’comprehension of such abstract concepts as the place of famous writer in a
culture. Whenstudents know that Charles Dickens holds in the English context the same
place as NajebMahfouz in the Arabic context, they can understand the concepts and

significance of writersandliterature.
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Previous studies in different contexts (see, for example, Bateman, 2008; Kharma
&Hajjaj, 1989; Mohebbi & Alavi, 2014; Rolin-lanziti & Brownlie, 2002) have similarly
notedthat teachers may use their L1 in order to explain some aspects of L2 cultures. Using the
Llmay play an important role in facilitating the understanding of some aspects or
issuesregarding the differences or similarities of L1 and L2 cultures because “L2 learners are
moreflexibleintheirwaysofthinkingandarelessgovernedbyculturalstereotypes”(Cook,2001,

p. 407). In context of this study, using the L1 in order to explain the similarities
anddifferences between the L1 and L2 cultures may increase the students’ comprehension
ofL2.

111.3. OVERCOMINGTEACHINGCHALLENGES

Teachers may encounter avariety of challenges in the L2 classroom that provoke themto
revert to their L1 as a solution. The present study found that the L1 enables L2 teachersto
overcome two main challenges. The first is a lack of knowledge on the part of teachers.For
example, L2 lessons may include technical concepts or topics about which teachers donot
have sufficient knowledge; in such cases, the L1 may enable teachers to explain theselL2
items with more confidence. Ismahan suggested that using L1 assists teachers in

teachingcertaintopicsthataredifficulttounderstand:

Lastweeklwasteachingthestudentsascientifictextaboutvolcanoes,thelava,and the
magma which is difficult for me and my students. So, when | used Arabic, lasked my
colleagues who teach science to give me some information about this topicandthey
gave it tome inArabic because they know Arabic better thanEnglish. |

triedtoconveymyexperienceandtheinformationlgotfrommycolleaguestomystudents.

Ismahan’s experience was echoed by Iman, who also claimed that some types
oflessons,suchasreadinglessonson  scientifictopics,demandedL luseinordertoovercomethe
difficulty of such topics. She said that, she usually used Arabic... in teaching

sciencetopics.”

A teacher’s lack of knowledge may be attributed to the fact that the participants
arenon-native speakers of the target language, as well as non-experts in a particular topic. It
isthus reasonable that teachers find their native language to be a valuable teaching
resourcefor countering a lack of knowledge regarding some topics or concepts that come up

duringL2lessons.Bateman(2008)observedthatthelinguisticlimitations oftheL2teacherswho
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are non-native to the target language is one of the factors that stands behind over-reliance
ontheL linsomesituationsinL.2classrooms.Ontheonehand,teachers’languagelimitationsin

some contexts (e.g., as above, in the teaching of scientific or technical terms) may limitL2
learning to some extent; on the other hand, this is a challenge inherent to teaching
alanguage in a foreign context where teachers are often second language users
themselves.Thus, some teacher L1 use may be a necessary part of ensuring that a language

class operatessmoothly.

A second challenge that use of the L1 may help mitigate is that of checking
students 'understanding: The L1 may be used as a tool to measure the extent to which
studentsunderstand or follow the lesson. The first example of this comes from Mark’s class,
on theoccasion of when he asked one of his students to translate a question. In the post-

observationinterview,Ismahan remarkedthat:

I asked one of the students to translate the question for me to make sure that
theyunderstand what they are going to do. Even though I am sure that most of my
studentsunderstandwhattheyaregoingtodonext,whatisrequiredandwhatisnotrequired, |
sometimes become afraid that the students do not understand where they are
going...When | use Arabic, | can be assured that they understand what is going on
and | seetheir reaction. When they understand the question, they continue doing it to

get therightanswer.

A second example comes from the pre-observation interview with Saliha, who
claimedthat she needed to use it in the class to make sure that students understood what she
meantand what she was talking about. Moreover, in her class, she gave her students the
Arabicmeaningsforsomewords,andwhentheresearcheraskedherwhyshedidthat,shesaidthatto

makesurethatthestudentsunderstoodthequestionwhichshehadasked.

Many researchers (e.g., Atkinson, 1987; Harbord, 1992; Lucas & Katz, 1994; Rolin-
lanziti and Brownlie, 2002) also reported that the assessment of students’
comprehensionwas a function of L1 use in the L2 classroom. Schweers (1999), for
example, found that10.4% of participating teachers rely on L1 in order to check for
comprehension. A similarfinding was reported by Tang (2002). Using the L1 in the L2
classroom for comprehensionchecks may be considered as a practical means to check how
the students are doing in theclassroom.Students,particularlylow-

levelstudents,maykeepsilentwhentheydonot

THEUSEOFL1INL2 CLASSROOMANDITSIMPACTON LEARNINGPROCESS



CHAPTERFOUR:DISCUSSIONOFTHEFINDINGS 51

understand, which is likely to foster further misunderstandings; using the L1 can
thereforesurmountL2comprehensionbarriersby

allowingteacherstocheckinwithstudentsregardlessoftheircomfortwiththeL 2.

111.4. GIVING INSTRUCTIONS

Another function of L1 use in the EFL classroom is to give students
classroominstructions.ThisstudyfoundthatteachersgivetheinstructionsviatheL 1forthreeprima
ryreasons. The first reason is to overcome limits on classroom time. Limited class time is
oneof the key challenges that teachers face in their classrooms, especially in Algeria where
anEnglish class is 60 minutes long. Some teachers observed that this is not enough, such

asKarimain herpre-observationinterview:

I think you will need to use Arabic sometimes, | use it to help them to get the
ideaor to save time as you do not have time to waste it. Time is limited for classes. If
youwant to keep it for the students’ understanding, you will need more three classes

foronelesson.So, Itrytoteachthemthewholematerial.

During her classroom observation, Karima spoke few sentences in Arabic in order
togiveinstructionsaboutatask.Inthepost-
classinterview,shejustifiedthatL 1useasawaytosavetime.UsingtheL 1
enabledKarimatomanagetheclasstimeeffectively,inthiscaseby  finishing the assigned
material on time and achieving her class goals as a consequence.The L1 may be an
additionally efficient teaching tool in teaching environments where theteacher faces large

class sizes and limited assigned time (Cook, 2001; Kharma & Hajjaj,1989).

Severalstudies (e.g.,AlShammari, 2011; Bruen& Kelly, 2014; Harbord, 1992; Lucas&
Katz, 1994; Kharma & Hajjaj, 1989; Turnbull, 2001) have equally highlighted the factthat
the L1 can be efficient in terms of the amount of time expended explaining the L2lessons.
Alshammari (2011), for example, found that 60% of EFL teachers in his studybelieve that
the L1 helps them teach more efficiently. A similar finding was reported byTang(2002).

The second reason that the L1 is used for giving instructions is for showing
theimportanceoftheinstructions.ThiswasclearinKarima’sclasswhen

shegaveinstructionsinArabic.Inthepost-observationinterview,shesaid:
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luseit[L1]toshowtheimportanceofsomething. Forexample,whenlsaid(JglzuatJl)
[LAtuhawelAlkhesh]don ‘zcheat,lwantedtoinsistthattheyshouldnot look at the text and
they have to guess what the topic of the reading is from the titleand the picture. |

wanted them to learn brainstorming. So, | used Arabic to insist onthisimportantissue.

Karima spoke Arabic to her students in order to show them the extent of the
importanceof her instructions. Students may feel that a speech made in L1 is more
significant than thesame speech made in L2, and teachers usually realize that students take the
instructions moreseriously if it is given in their native language. Cook (2001) noted that L1
usage reflects theseriousness of the teachers, and communicates a real threat more than
using the L2. Hence,teachers may find the L1 more efficient than the L2 in terms of

showing the importance ofinstructions.

A third reason the L1 may be used for giving instructions is for ensuring a
fullunderstanding of task requirements such as how to do the task or exercise. For

example,Salihaclaimed:

luseit[L1]
inlisteninglessonstotellthestudentswhatlamgoingtodo.lgiveinstructions in Arabic so
the students can know what they are listening to and whattheyaresupposedtodo

afterthelisteningexercises.

She later added, “In listening lessons, Arabic is used for giving instructions
only.However, if the instructions are simple and the students can understand them easily, | do
nothave to use Arabic.” It is clear that even though Saliha believed that theL1 should not
beused during listening classes, she did not object to giving the necessary instructions in
theL1 in order to enable her students to understand what they had to do. Several studies
(see,forexample, AlShammari,2011;Mohebbi&Alavi,2014;Rolin-
lanziti&Brownlie,2002;Sharma, 2006) have also reported that teachers may revert to the
students’ L1 in order togiveinstructions. ThismaygotowardshowingthattheL 1

canbebeneficialinL2classesinavariety ofdifferentcontexts.
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111.5. MOTIVATION

Several studies (see, for example, Bateman, 2008; Rolin-lanziti & Brownlie,
2002;Sharma, 2006) have observed that teachers sometimes use the L1 in L2 classrooms
for
thepurposeofmotivatingstudentstoparticipateandengagemorefullyinclassroomactivities. This
study foundthatin certainsituationsboostingmotivation wasthemain functionofL1use. There
were two situations in which teachers felt that the L1 increased motivation: inteacher-

studentinteractionandinstudent-studentinteraction.

In Ismahan’s pre-observation interview, she clearly articulated how the L1
boostedstudent motivation in teacher-student interaction. she said, “they [her students] are
shybecause they need to be motivated, they need to be encouraged to break the ice as you
know.”Duringherclass,sheaskedherstudentsaquestionandwhenthestudentsraisedtheirhandsto
answer,shesaid, ) duallg) acpppdi sua”[ Aureed AltulabElimaEsma’tSutahum] | am willing

to hear new voices. In the post-observation interview, Ismahan justified this,saying:

Youknowthatone slanguageisthebest. Weallloveourlanguage.Sometimeswe taste
the language. For me, when | speak Arabic, it sounds better actually for me.Whenthey
hear this in Arabic, their own language, it sounds good for them. So, | wantto encourage
them to take part in the activityy, to motivate them. Also, using
Arabicinstructionsletme
knowthatthestudentsunderstandtheactivityitself,whattheyaretodoandthisencouragesth

emto takepartin theactivity.

Ismahan thus seems to find the L1 to be a significant prompt that encourage

studentstotakepartinclassactivities.

Meanwhile, Karima believed that allowing the students to use their L1 both with
herandamongstthemselves(i.e.,student-

studentinteraction)wouldalsoincreasetheirparticipation.Shesaid:

Sometimes you have to let them [the students] speak Arabic because they
willparticipate unless you let them use some Arabic. They will use it among them. If
youdonotallowthemtouseArabic,youwillhavenomorethanl0studentsparticipatinginclass.

Thiswill helpthemtofeelmoreconfidenttoparticipateinclass.
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It is clear from Karima’s view that allowing the students to use their L1
whenresponding to the teacher increases their participation in class and encourages them
tobecome involved in the class activities. In the classes that were observed, students often
usedArabic words while they were talking to their teachers in English (code-switching).
Forexample, in Saliha’s class, her students used Arabic when responding to questions. In

thepost-observationinterview, Salihaexplainedwhyherstudentsdidthat:

Because some students do not have enough vocabulary to speak in English.
Also,some students do not have the confidence to answer in English. They are afraid

tospeakEnglishandbecausethislackofconfidencesomeofthemanswerinArabic.

It isclearthat Karima andSalihawere aware thatstudentswith lowlevels ofproficiency
in the L2 were not able to give full answers using the L2, and they werealsoaware that the
L1 is “a necessary conversational lubricant” (Butzkamm, 1998, p. 96) forincreasing the
students’ motivation to participate and to engage in class. Rolin-lanziti andVarshney (2008)
argued that “code-switching to the L1 is also a teacher strategy for dealingwith affective
aspects of classroom interaction” (p. 252). Several additional studies (e.g.,Cook, 2001;

Edstrom, 2006; Sharma, 2006) have reported that L1 use is beneficial tomotivatingstudents.

Other teachers commented on L1 use in student-student interaction, such as in
pairandgroupwork.Forexample,Imansaid,“WhenlIseesomeofthestudentsspeak Arabictohelp
their partners, I ignore that.” Additionally, Sabrina believed that using their L1

isbeneficialtostudentsengagedingroup work:

As | told you English is not their first language, so if | forbid them from
usingArabic,itwouldbedifficultforthem.Theyarestilllearninghowtousethelanguage. Ithinku

singArabicisverybeneficialforthestudentsingroupwork.

During class-observations, three teachers asked their students to work on tasks as
pairsand groups. In those classes in which students worked as pairs or groups, it was clear
thatstudents were using their L1 extensively amongst themselves while they worked on
theirtasks, and the teachers did not stop them. For example, during Ismahan’s class, she
askedher students to work on a task as pairs. Her students were mostly speaking Arabic,
butlsmahan did not ask them to stop and switch to English. In the post-observation

interview,shejustifiedwhyshedidnotaskhisstudentstouseonlyEnglishamongeachother:
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lamafterunderstanding.So,whatevermeans,whatever
waymystudentsuse,lbecome pleased. | want the ultimate goal that they understand...
You know that ourstudents learn English as a foreign language so they are not
mastering the languagevery well. So, they find themselves obliged to use Arabic. So, |
do not think that thisaffects the lesson. In contrary, I think it is a point of strength.

They can understandeachother,theycanhelpeachothereveniftheyuseArabic.

TheL1l  maybeconsideredaveryvaluablecognitivetoolthatenablesstudentstohelpeach
other and overcome L2 learning challenges or task difficulties during pair or groupwork
(Storch & Aldosari, 2010; Storch & Wigglesworth, 2003). For example, Kharma andHajjaj
(1989) reported that teachers frequently allow students to use their L1 for talking
withtheirpeersinpairorgroupwork. TeachersmaythusbesaidtoappreciatetheroleofL Lusein
motivating their students to involve themselves in assigned pair and group work, and
towork with classmates in order to finish the task, and this despite the fact that the L1

useamongthestudentsinthesesituationisoftenquiteextensive.

Not all teachers subscribe to the belief that the L1 should be allowed amongst
students.For example, in contrast to Sabrina and Ismahan’s relaxed attitude toward students
speakingArabic in group work, in Saliha’s class, she asked the students not to speak Arabic
whenthey started working in groups on the task that she assigned. Despite this instruction,
herstudents continued speaking Arabic to each other. In the post-observation interview,
Salihajustified why she asked her students to use English only “I wanted them to practice
speakingEnglishintheEnglishclass. Theyusuallyspeak Arabicwhenthey
workingroupsbutlaskthemtospeakEnglish.” AlthoughSalihalikely
wantedherstudentstopracticeEnglish,shemay have also wanted to show the researcher that
she was upholding her stance that

usingLlintheclassshouldbelimitedandpurposefulevenamongstudentsingroupwork.

111.6. AVOIDTABOO WORDS

This function was noted in the pre-observation interview with Sara when she
suggestedthat she and her students sometimes encounter some English words that sound

taboo inArabic, such as “maniac”, “unique”, and "knack". In such cases, Sara’s view is that

switchingtoArabicisbeneficialtoexplainthepotentialmisunderstandingtoherstudents:
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= Sara: There are some words in English some students feel shy to use them like
theword “unique” [sounds bad in Arabic], you know it has a bad meaning in
Arabic,“maniac”’andwhentheyfaceitinaparagraphtheywillskipitandnotreadit.

= Researcher:So,youtelltheminArabicnotinEnglish?

= Sara:Yes,yes.Theywon’t[be]
shytousethemagainsothattheywillbecomelikeanyotherEnglish

wordsandtousethemfreely.

Based on Sara’s view, switching to the L1 may be a safe haven of sorts in
whichteachers can avoidsituations inwhichstudents and teachers maybe embarrassedbecause
ofamisunderstandingofmeaning.AsSarastated,studentsmayskipthesewordsorprefernotto read
them as a result of shyness. Hence, she reverts to the L1 to explain that words thatsound
bad in the L1 do not have the same meaning as in the L2. Butzkamm (1998) arguedto this
effect: “[even] if it was possible to banish it [L1] from the classroom, it could
neverbebanishedfromthepupils’minds”(p.96).Inotherwords,somelL.2wordswillstillsoundtabo
ointhestudents’L 1minds,despitethefactthattheyarefullyawarethattheyareinanL2  classroom
and the L2 word is not taboo in the L2. Hence, translating these words into
theL 1andexplainingtheirrealmeaningintheL2mightbethebestremedytodispelstudents’shynes
s and/or misunderstanding and also clarify that these words have different

meaningsthanthemeaningswhichinitially crosstheirminds.

IVV. NEGATIVERAMIFICATIONSOFL 10OVERUSE(RESEARCHQUESTION3)

As discussed in previous sections, teachers in this study perceived L1 use to
servenumerous functions in the L2 classroom, functions which may ultimately enhance the
L2teachingandlearningprocess.However,aswasalsodiscussedearlier,L1overuseinanL2classr
oom may negatively affect the teaching and learning process. One aim of this studywas to
explore teachers’ beliefs about the negative ramifications of L1 overuse, whether
real,perceived, or potential. Interview data in particular pointed to teachers being very
aware ofthe risks of L1 overuse. Overall, the data suggested that teachers suppose that
overuse
canleadtotwokindsofnegativeresults:1)limitingtheL2developmentprocess,and2)causinganegati

veaffectiveimpact.

THEUSEOFL1INL2 CLASSROOMANDITSIMPACTON LEARNINGPROCESS



CHAPTERFOUR:DISCUSSIONOFTHEFINDINGS 57

IV.1. LIMITINGTHE L2DEVELOPMENTPROCESS

In line with the L2-only advocates in Chapter 2’s literature review, teachers in
thisstudy believed that L1 overuse could limit L2 development by minimizing the amount
ofexposure to the L2 and thus restricting the students’ opportunities to practice it. For
example,Sara pointed out, “When we use Arabic most of the time, when we allow students
to
useArabicwhentheyareintherestallthetime,thiswilllimittheirabilityofusingtheEnglishlanguag
¢.”Mohammed shared the same view when he stated, “Using Arabic too much duringthe class
does not help students to improve their English language.” In addition, Karimaclaimed that:
“it [L1 overuse] will make acquiring the language slow.” The teachers
wereclearlycognizantthatL 1overusecanhinderthelL 2learningprocess,andwereawareofthefact
that when students have more exposure to the L2, they learnthe L2 better (Turnbull,2001).
Several studies in the literature (e.g., Atkinson, 1987; Johnson & Swain, 1994; Turnbull,
2001) noted that L1 overuse may inhabit the L2 development since L1 may

reducetheexposuretothel 2.

The teachers also believed that L1overusemay also causestudents to become addictedto
L1 use. In other words, students may become unable to avoid using their L1 for the
sakeoflearningtheL2andmayneedtotranslateeveryL 2iteminorder tolearnit.For example,Iman
proposed, “If you use Arabic a lot in your English class, you teach your students to
useunhelpfulstrategiesbylettingthemdependaloton Arabictounderstandtheideas.”Karimaalsos
tatedthatL 1overusecausedan*“addictiontoL. 1use,saying,“studentswouldneverhave the
opportunity to use English independently. They will always search for the
Arabiclanguage.” It has been noted in the literature that L1 overuse may make the students
relianton L1 as their main learning resource for grasping the L2. Atkinson (1987), for example,
hasreported that students and teachers may become addicted to L1 use, and consequently
thatthey cannot understand L2 items without translation. Chapter 2 delved further into

theliteratureon thisposition.

Furthermore,theteachersinthisstudybelievedthatteachingpracticesinL2classrooms may
be the main predictor of any negative linguistic ramifications which

mayinfluencelL 2learning.Forexample,Sarasaid:
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If you speak always...if you use the Arabic language without
organisation,without a purpose for using it in a certain situation, the students will
follow yourpattern and use Arabic whenever they want and stop using English

whenever theywant.

Saliha shared the same view: “If the teacher speaks Arabic all the time during
theEnglish lesson, they [students] will follow the teacher.” Hence, as Turnbull (2001)
argued,Sara and Saliha were aware that “teachers should aim to use the TL [target
language] asmuch as possible, and, by doing so, have a positive effect on learners’ TL
proficiency” (p.534). Apparently, teacher-participants were aware of the dangers of L1

overuse in the L2classroom.

1V.2. NEGATIVE AFFECTIVE IMPACT

Theparticipatingteachersalso believedthatL1 overuse mayreinforcetheshynessorlack
of confidence that students may have when they use the L2 in front of others in class.This
result may appear to clash with the earlier finding that motivating students is a
functionachieved by L1 use. In this case, though, the teachers were expressing their belief
that L1doesplayapositiveroleinincreasingstudents’self-
confidenceandencouragingthemtobeinvolved in the L2 class; however, this impact may
only last a short time (for the time of asingle class, for example). Fear or shyness at the
thought of publicly using the L2 is a deeperhabit that requires longer-term practice to break.
Hence, maximizing L2 use will increasethe students’ confidence over the long term, and
allow them to use L2 freely, with lessshyness or fear which may deprive students' academic
and social engagement in class, a casethat is claimed to significantly influence ultimate

achievement (Fox, Cheng & Zumbo,2014).

Sara expressed this belief when she said: “If I won’t use English language in
theclassroom the students won’t care to use English like me. They always feel shy and
afraidof using English and making mistakes.” She later added, “There will be gaps using
thelanguage. Therefore, we have to encourage them to talk and to write, to communicatein
everypossiblewayinEnglishlanguageduringtheEnglishlesson.”’Clearly,SarabelievedthatL 1ov
eruse demotivates students over the long term, and leaves them afraid of using the
L2.MacDonald(1993)cametothesameconclusionthatL1overusecanultimatelydemotivatestud

ents.
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Ismahan also expressed the belief that L1 overuse may demotivate students

frompracticingtheL2.Shesaid:

I don’t want them to overuse Arabic because I told you it is a foreign
languageand they should speak it. Sometimes, | feel that my students are shame of using
Englishso | encourage them to use English and to be risk takers in order to use the

language[L2].

Clearly, Ismahan thought that L1 overuse would affect the students’ motivation
tolearn the L2, and so she encouraged them to use the L2 as much as possible in order
toincrease their confidence in their abilities. This finding is in line with several studies
(e.g.,Macaro,1997;MacDonald,1993; Turnbull,2001)thatreportedthatwhenteachersmaximize
d use of the L2, it increased the students’ motivation to learn it because the

learnersdiscoveredforthemselveshowknowledgeofthelL 2benefittedthem.

V. FUNCTIONSOFL 1 USEACCORDINGTOSTUDENTS(RESEARCHQUESTION4)

The above sections explored the findings related to teachers’beliefs and actions aboutL1
use (and overuse) in the L2 classroom. This section reports on the portion of the

studythatsoughttounderstandhowstudentsperceivedthefunctionsofteacherL 1use.

As mentioned earlier, a Likert-type scale of six options (i.e., Always, Usually,
Often,Occasionally, Rarely, Never) was used to explore students’ perceptions toward L1
functionsachieved by their teachers. The first three options (i.e. Always,Usually, Often)
wereconsidered indicative of the participant’s agreement to the statement whereas the other
threeoptions (Occasionally, Rarely, Never) were regarded indicative of their disagreement.
Thequestionnaire consisted of two sections: The first section asked students about their
genderand total years of learning English, and the second section included eight statements
aboutteachers reasons for using L1. Table 8 shows the results of students’ responses
regardinghow often they perceive teachers revert to their L1 during L2 lessons according to

eightdifferentfunctions.
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Table8:FunctionsofteacherL1luseaccordingtostudents(n=104)2

Teachers’LIfunctionsintheL2 Mean | St.Deviation | Always Usually Often Occasionally Rarely Never
classroom N(%) N(%) N(%) N(%) N(%) N(%)

1.Explaincomplexgrammarpoints 3.46 1.407 28(26.9) | 36(34.6) 12(11.5) | 13(12.5) 14(13.5) 1(1)
2.Helpdefinesomenewvocabulary 3.60 1.258 28(26.9) | 37(35.6) 16(15.4) | 17(16.3) 4(3.8) 2(1.9)
items
3.Explaindifficultconceptsorideas 3.73 1.125 32(30.8) | 32(30.8) 23(22.1) | 14(13.5) 3(2.9) 0
4.Giveinstructions 296 | 1.520 15(14.4) | 33(31.7) | 20(19.2) | 13(12.5) 15(14.4) | 8(7.7)
5.Praisethestudents 2.67 1.692 17(16.3) | 23(22.1) 18(17.3) | 18(17.3) 11(10.6) 17(16.3)
6.Translatethereadingtexts 2.63 | 1.649 14(13.5) | 25(24) 20(19.2) | 14(13.5) 16(15.4) | 15(14.4)
7.Maintaindisciplineintheclass 2.35 1.772 18(17.3) | 15(14.4) 12(11.5) | 20(19.2) 18(17.3) 21(20.2)
8.Toexplainthesimilaritiesanddif 3.19 1.488 25(24) 27(26) | 16(15.4) 18(17.3) 15(14.4) 3(2.9)
ferences between Arabic
andenglish in terms of
Grammar,structure,orpronunciati
on

2Themodevalueofitem7isO(never)whilefortherestofitemsitis4(usually)
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Overall, these results suggest that students’ beliefs regarding their teachers’ reasons
forusing the L1 in the classroom are in line with the teachers’ own reasons (For an overview
ofthe responses of all of the teacher-participants by function, see Table 7). The majority
ofstudents’ answers were always, usually, or oftenfor most items except Question 7. For
Question7, maintain discipline in the class, a small majority (56.7%) of students felt this was
aninfrequent function. This result mirrored teachers’ sentiments during interviews, i.e., that
theydo not use their L1 in order to maintain classroom discipline. This was also supported by
theclass observations, in which the researcher did not observe teachers using the L1 to
maintaindiscipline. This finding may be related to the fact that these students were in higher
Grades
(10and11),andthusrequirelessdisciplinethanyoungerclasses.Inaddition,theschoolsinwhichthe
study was conducted were considered “good schools” in the area, another indication
thatperhaps classroom discipline is not a significant issue, in EFL classes or otherwise. School
A for example, is considered to be one of the pioneering schools of the area, and its

studentsmostlyconsidered elite”’(460f104questionnaireparticipantswerestudentsatSchoolA).

With respect to mean values, Questions 1 (3.46), 2 (3.60), 3 (3.73), and 8 (3.19) show
thatthe tendency among participantswas to give answers betweenoften and usually. In Question
4,the mean was 2.96, which indicates that the participants’ answers averaged often. In
addition,the mode (the most common answer) of Question 4 was 4 (Usually) which indicates
that thetendency of participants to agree with the statement. In the case of Questions 5 (2.67)
and 6(2.63), the mean shows that the tendency among the participants was to answer often, as
themeanofeachitemwashigherthan2.5,andthemodevalueofeachonewas4(Usually)whichconfirm
that the tendency of participants was to agree with the statement. For Question 7, themean was
2.35 which indicates that the tendency among participants was to give the answeroccasionally,
as the mean is less than 2.5, and also the mode value was 0 (Never)
whichindicatesthatthetendencyofparticipants wastodisagreewiththestatement.Thus,thevaluesof
the means suggest that, in the case of most of the items, the majority of students agreed withtheir
teachers’ reasons for using L1 in their L2 classes. It can thus be concluded that overa
llstudents’views of the functions of Llinthe classroom are consistentwiththe teachers’beliefsasto

thefunctionsofusing L1.

Furthermore, the distribution of standard deviation (SD) values varied between
1.125(lowest value) and 1.772 (highest value) and increased as mean values decreased. Hence,

thehighestvalue(1.772)oftheSDwasinitem7(maintaindisciplineintheclass)inwhichthe
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mean was the lowest (2.35) and the tendency among participants was to disagree with
thisstatement,whereasthelowestvalue(1.125)wasinitem3(explaindifficultconceptsorideas)inwhi
ch the mean value of thesame itemwas thehighest(3.73)which indicates thatparticipantsagreed

withthestatement.

Inconclusion,theresultsofthequestionnairesuggestthatstudents’perceptionscorrespond
with those of their teachers in terms of the L1 functions achieved in their L2classrooms. This
finding is also supported by many related studies (see, for example, Duf &Polio,
1990;Kim&Petraki, 2009;Macaro,1997; Storch&Aldosari,2010; Storch&Wigglesworth, 2003)
that report that students have a positive impression of L1 usage during L2class time. Schweers
(1999), for example, found that almost 90% of L2students believed thattheir L1 should have a
role in their L2 classes. Similarly, Tang (2002) reported that 70%students support using their
L1 in their L2 classroom. Similar findings were reported by
AlShammari(2011),KovacicandKirinic(2011),andSharma(2006).
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The first research question asked, What are Algerian EFL teachers’ attitudes toward
L1lusage in the L2 classroom?The findings suggested that EFL teachers in Algeria (M’sila)
wereaware of the importance of minimizing L1 use in the classroom in order to further
students’exposure to the L2, given that the classroom setting is almost the only place where
students
canactuallypracticetheirL2.Moreover,teacherssupportedabalancedandprincipleduseofL.1asa means
of overcoming some common classroom challenges in specific situations,
dependingon:1)thetypeoflesson,e.g.,grammarlessonsmayrequiremoreL lusewhereaslisteningan
dspeaking lessons may not call for any L1 use; and 2) students’ L2 proficiency level, insofar

asbeginnersmayneedgreatersupportintheL 1thanstudentswithhigherlevelsofproficiency.

Thesecondresearchquestionasked, Whatdoteachersconsidertobethe mainfunctionsof L1
usage in the L2 classroom? There were six main functions that were achieved

whenteachersrevertto theirL1:

1. Translation, in which the teacher translated the L2 item into the L1. This function
wasmainly used in order to explain the meaning of new L2 words, phrases, proverbs,
orwordswhichmayglossmorethanoneequivalentmeaningintheL1andmaythereforecause
confusion. In addition, teacher sometimes translated some L2 items or asked
theirstudentstotranslatetheminordertoequipthemwithparticulartranslationskills.

2. Metalinguisticuse,inwhichteachersswitchedfromspeakinginL 2totalkaboutL 2inthe
students’ L1 (Rolin-lanziti & Brownlie, 2002). This function was used in order
to:explain grammar points, teach pronunciation, teach punctuation, and talk about
culturalsimilaritiesand differences.

3. Overcometeachingchallenges, inwhich teachers reliedon their L1in order toovercome
challenges that they commonly encountered in L2 classes, such as lack
ofknowledgeaboutasubject andcheckingstudents’understanding.

4. Givinginstructions,inwhichteachersgaveinstructionsintheirL1.Thisfunction wasused in
order to overcome limited class time, show the importance of the
instructions,andensurestudents’ fullunderstandingofwhatwasrequiredforataskoractivity.

5. Motivation, in which teachers used the L1 in order to motivate students to
makejudicioususeoftheirLlintheclassroomandcompletelL 2tasks.

6. Avoid words in the L2 that sound similar to taboo words in the L1, in which
teachersused the L1 to clarify potential misunderstandings that may arise as a result of L2

wordssoundinglikeL1 taboowords.
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The above functions were perceived to be beneficial in the L2 classroom, as they
mayfacilitate students’ L2 learning and assist teachers in achieving their pedagogical goals.
ThefunctionsofL 1usereflecta positiveattitudetowardL 1usageinL2courses,a
conclusionthatcorresponds withprevious studies (e.g., De la Campa&Nassaji, 2009; Rolin-

lanziti&Brownlie,2002).

The third research question asked, What do teachers consider to be possible
negativeramifications of L1 overuse in the L2 classroom? this question aimed to identify
teachers’ viewsonpotential negative ramifications of Lloveruse. Results suggested that teachers
believed thatL1 overuse may negatively influence L2 students by: 1) limiting the L2
development processsuchthatL 1overuseminimizesthealready-
limitedexposuretimetothel.2;and2)demotivating students over the long term from overcoming

shyness or fear of using the L2 inpublic.

Finally,thefourthresearchquestionasked, Whatarethemainfunctionsoftheteachers 'use  of
L1 in the L2 classroom according to Algerian secondary EFL students? This
questioninvestigatedAlgerian(M’sila)EFLstudents’viewsregardingthemainfunctionsofL. 1useby
their teachers and sought to establish whether the students’ beliefs were in line with
theirteachers’ beliefs. A Likert-type scale questionnaire was used to elicit students’ views on
eightstatements, where each statement referred to an L1 usage function. Results
overwhelminglysuggested that teachers and students’ beliefs regarding the functions of L1 use
corresponded,including one instance of students observing their teachers do not employ the L1
for a certainfunction(maintaindisciplineintheclass),afunctionthatteachersalso

statednotemploying.
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The value of using the Llas a teaching resource maybe explicitly relayed toL2teachersin
training courses and workshops in order to equip teachers with therequired skills
tosuccessfully undertake a teaching assignment. This study may help increase the awareness
ofL2 teachers and enable them to benefit from strategic L1 usage as another valuable
teachingmethod when providing L2 instruction, and, at the same time, to be cognizant of how

to avoidanynegativeramificationsstemmingfromL1overuse.

The rejection of any role for L1s in L2 classrooms by L2 policy makers may create a
clashbetween teaching policies and teaching realities (Connelly & Clandinin, 1988). The findings
ofthis study paint a clear picture of the L2 teaching reality in foreign contexts and suggest
thatpolicy makers, particularly in foreign language contexts, correct L2 teaching policies, which
donot, at present, welcome any role for L1 in the L2 classroom in many countries around the
world(Littlewood & Yu, 2011). This ignorance of the positive role of L1 use in foreign
contexts byteaching policy makers themselves may be because of the shortage of studies that
support L1use in foreign contexts. Hence, this study may be of value because it helps to bridge
the gapbetween research and practice, and to explore the role of L1 in the L2 classroom,
which maycontribute to deeper understanding of aspects of the L2 teaching reality,

particularly those offoreigncontexts.

Furthermore, good research which starts from classroom may open doors for
positivecurriculum change (Fox, 2004), and it may also encourage policy makers to recognize
teachers’beliefs and attitudes toward the role of L1 in the L2 classroom which may then assist
them
totakeintoaccounttheimportanceofteachers’views.Consultingteachers’beliefsandexperiences
before introducing new teaching policies, plans, or developments may make theteaching
process itself more fruitful, and reduce the clash between teaching policies, which
mayfavourthemonolingualapproach,andtherealityofteaching,inwhichL1usageisconsideredavalu

ableteaching resource.
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Despitethewealthofinformationgatheredthroughtheteacherinterviews,classobservations,
and the student questionnaire, this study was limited in a number of
areasthatwouldneedtobeaddressedinfutureresearch.Firstly,themainfindingsof thestudycamefroma
limited number of participants; further exploring the beliefs of a greater number of
teachers(e.g., via a questionnaire) may help to build more reliable generalizations regarding

teachers’attitudestowardL 1useinthel.2classroom.

Secondly, the number of classes observed was also limited to one class per teacher,
whichwasinsufficienttoexaminetheextentto whichteachersenactedthebeliefsthattheysharedinthe
pre-observation interviews. For example, several teachers suggested that listening andspeaking
classes do not require L1 use, but since no listening and speaking classes wereobservedit

remainsunknownhowmuchteachersapplythisstanceinpractice.

A third limitation of this study was the use of a stand-alone questionnaire toexplore
theperceptions of students regarding the functions of teachers’ L1 use; follow-up interviews
withparticipatingstudentswouldhaveresultedindeeperinsightsintotheirbeliefsabouttheissueathan
d.

Fourthly, teachers have considerable teaching experience, between six and twenty years
;therefore, they were likely highly aware of the role of L1 in the L2 classroom and its
benefitsand ramifications, which may have raised the results. Also, the teachers and the
schools wereconsideredthebestinthearea wherethestudywas
conducted(e.gschoolAisthepioneeringschool in the area and its students are considered the
elite).It is possible, then, that the resultsofthisstudyarenotrepresentativeofnormal

Algerian(M’silain)schoolsandstudents.

Lastly,thepresenceoftheresearcherintheclass- observations
mayhaveinfluencedtheteacherstopresentthemselvesandtheirviewsinawaythattheymightconsiderm

orefavorable,ifunrepresentativeoftheirusualapproach.
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This research produced several conclusions that would benefit from further research.
Forexample, the study suggested that teachers’ awareness of the need to maximize L2 use
andminimize L1 use in the classroom was due to teachers’ extensive teaching experience (six
totwenty years). In other words, there may exist a relationship between teaching experience
anda teacher’s awareness of appropriate L1 usage in L2classrooms, but the study did not

examinethisrelationship.Therefore,thiswouldmakeavaluabledirectionfor furtherresearch.

Additionally, this study focused primarily on teachers, and explored only
students’perceptions via a questionnaire. However, the study did not explore students’
perceptions viainterviews or even through further items in the same questionnaire in order to
understand themeaning of their answers. Thus, it would be valuable to further research
students’ perceptionsand to compare their beliefs with their teachers’ views in order to better

understand just howfunctionallyL lisbeingusedinL2classrooms, especiallyinforeigncontexts.
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AppendixA:StudentQuestionnaire

PARTI:
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Translatethereadingtexts
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AppendixB:Pre-observationinterviewQuestions

© o &~ w D oE

10.

DoyouuseyourArabicintheEnglishlanguageclass? 1fso,howoften? Why?
InwhattypesofsituationsdoyouuseArabicintheEnglishlanguageclass?
HowcomfortableareyouusingArabicintheEnglishlanguageclass?
DoyoupreferspeakingEnglishorArabicintheEnglishlanguageclass?Why?
Forwhattypeoflessonsdoyou needtospeakArabicintheEnglishlanguageclass?
DoyouallowtoyourstudentstouseArabicintheEnglishlanguageclass?1fso, isitu
seful?Distracting?
WhatdoyouthinkaboutateacherusingArabictoteachEnglish?
WhatdoyouthinkaboutstudentsusingArabictolearnEnglish?
WheredoyouuseEnglishoutsideoftheclass?
Isthereanythingelseyou’dliketosharewithmeaboutyourexperienceusingArabicversusEngli

shinEnglish classes?
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