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Abstract 
Whether or not to use students’ native language (L1) in second or foreign language classes has always been 
debated by many scholars and researchers. This controversial issue has taken place in the literature with various 
case studies and findings. The current study investigates into both students and teachers’ perspectives on using L1 
in foreign classes. The study was conducted in a state university offering compulsory language education for at 
least one academic year in three foreign languages, English, German, and French in 2016-2017 academic year. As 
data collection instruments, two Likert-type questionnaires were administered to instructors and students. Ten 
English, seven German and three French Language instructors participated in the study together with 217 students 
from three compulsory foreign language preparatory classes. Descriptive data were analysed in order to determine 
the students and instructors’ perspectives about L1 use. ANOVA test was also used to find out whether there exist 
significant differences among students and instructors with regard to L1 use. The results reveal that there is a 
statistically significant difference between English and German language students and between French and 
German language students with regard to L1 use in the foreign language classrooms. However, there is not a 
statistically significant difference between English and French language students with regard to L1 use in the 
foreign language classrooms. The findings also indicate that there is no statistically significant difference among 
English, French and German language instructors concerning the use of L1 in the classes. 

Keywords: L1 use, foreign language classes, target language-only policy 

1. Introduction 
Whether to use students’ native language (first language or the mother tongue) (L1) in the foreign/second language 
(L2) classes has always been a controversial issue. While some methods such as Grammar Translation, Silent Way, 
Desuggestopedia, Community Language Learning, Total Physical Response, and Communicative Language 
Teaching allow learners to use L1 to a certain or a great extent, other methods like Direct Method, Audio-Lingual 
Method, Content-Based Instruction and Task-Based Language Teaching encourage learners to use L2 as much as 
possible. From Grammar Translation to the contemporary methods, the role of L1 in language teaching methods 
has changed remarkably. In line with this change some institutions and language curricula have started to adopt 
target language-only policy even banning L1 use in classroom instructions and procedures. The main argument for 
banning L1 is that it makes students dependent on it. Besides, students do not try to understand the meaning from 
the context and do not try to produce utterances for communicative purposes in real situations. Limiting or banning 
the use of L1 also results from the reactions against Grammar Translation Method in which L1 use dominates all 
language learning process and the purpose of language learning is far from training communicatively competent 
individuals in target language. With the advent of Direct Method which emphasizes the idea that languages are best 
learnt in the same way how children learn their mother tongue, oppositions to the use of L1 have become more 
obvious and accordingly some other methods such as Audio-Lingual Method, Content-Based Instruction and 
Task-Based Language Teaching have suggested avoiding the use of L1 in foreign/second language classes.  

The research with regard to L1 use in foreign/second language education focuses on different dimensions, in 
particular the amount of L1 use, functions of L1 in L2 learning, and language teachers and learners’ perceptions 
about L1 use in L2 classroom context. When the related literature is reviewed, it is seen that many scholars and 
researchers in foreign or second language education field have different opinions with regard to L1 use. For 
instance, target language-dominance has been both criticized and supported by many scholars. Some of the 
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scholars are for the use of L1 in L2 classrooms, while some are against. There is also research supporting the 
judicious use of L1 in the literature.  

On one hand, proponents of L1 use in the classroom usually advocate similar reasons. For example, Cook (2010) 
states that banning L1 contradicts ‘the pedagogical principle of moving from known to unknown’ (as cited in 
Larsen-Freeman & Anderson, 2013, p. 5). Atkinson (1987) emphasizes the relationship between humanistic 
aspects of language learning and L1 stating that instructors should employ some techniques like translation in 
which students can take advantage of using their native tongue. Atkinson maintains that L1 use enables teachers to 
establish an emotional bond, thus encouraging students to express themselves in English. Giving instructions, 
developing strategies, and checking comprehension are among the advantages of L1 use (as cited in Ekmekçi, 
2015). Likewise, Choffey (2001) enumerates the following reasons for L1 use; (1) Students’ L1 is a means of 
relating the learning activities to the students’ experiences. (2) If students come across some specific lexical items 
between the mother tongue and target language culture, they will learn how to deal with. (3) L1 use enables 
students to establish a kind of strong relationship between L1 and L2.  

Avoidance of L1 in L2 classes is considered to be a political issue and defined by Pennycook (1994) as ‘language 
myths of Europeans’ (p. 121). West (1962) states that this avoidance is thought to be due to native speaker teachers 
of English who do not know students’ mother tongue. This causes monolingualism in foreign language learning (as 
cited in Taşkın, 2011, p. 3). Similarly, several scholars (Atkinson, 1987; Anton & DiCamilla, 1999; Cook, 2001; 
Patchler & Field, 2001; Belz, 2003; Nation, 2003; Macaro, 2005; Edstrom, 2006) believe the importance of using 
L1 and criticize monolingual approach in which they believe that target language dominance creates tension 
between learners and teachers causing a psychological barrier.  

On the other hand, some scholars (Duff and Polio, 1990; Auerbach, 1993; Macaro, 2001, 2005; Inbar-Lourie, 
2010; Hall & Cook, 2012) are against the use of L1 and advocate the target language only policy arguing that 
monolingual classrooms enhance intercultural competence of students and students have the opportunity of 
maximum exposure to the target language. They state that separation and distinction of L1 and L2 lead to 
successful learning and using L1 in teaching L2 is an obstacle for language learning; hence, it should be abandoned 
at all costs (as cited in Taşkın, 2011). Moreover, comprehensible input hypothesis by Krashen (1982) supports 
exposure to the target language as much as possible. The scholars advocating target language only policy also state 
that the more the learners hear the target language, and are exposed to it, the sooner they will learn and internalize 
the language. 

In addition to the scholars who advocate either bilingual (L1 and L2 use together) or monolingual (target language 
only), there are some other scholars (Atkinson, 1987; Carless 2008; Storch & Aldosari , 2010; Ghorbani, 2011; 
Leeming, 2011; Al-Jadidi & Sanguinetti, 2011; DiCamilla & Anton, 2012; Çalış & Dikilitaş, 2012; Makulloluwa, 
2013; Moore, 2013; Adnan, Mohamad, Yusoff, & Ghazali, 2014; Samar & Moradkhani, 2014) arguing that 
flexible and balanced use of L1 in L2 learning contributes a lot to language learning process.  

As stated before, one of the dimensions of research conducted with regard to L1 use in foreign/second language 
setting focuses on language teachers’ and learners’ perceptions about L1 use. For example, Al Sharaeai (2012) 
conducts an online survey on 51 participants and finds that students use L1 for a variety of reasons such as for 
explaining and asking about the new ideas and concepts presented in English classes, for feeling connected to their 
cultures, and when they cannot find the correct word in English. Likewise, Hashemi and Sabet (2013) examine 
Iranian EFL teachers and learners’ perceptions towards Persian use in English classes. They conclude that students 
and teachers’ views are different from each other in those students are willing to use Persian while teachers tend to 
use English in the lessons. Teachers think that general medium of instruction must be English and students should 
use their mother tongue only when they really need it to lower their anxiety level. In another study conducted with 
Arab and Jewish students, Orland-Barak and Yinon (2005) try to find out the perspectives of 14 Arab and Jewish 
student teachers towards the use of L1. In the study, student teachers are expected to record, transcribe, and reflect 
on their teaching experiences. The result of the study shows that both Arab and Jewish student teachers have 
similar reasons for using L1 in English courses. The researchers determine three categories with regard to L1 use. 
These categories are as ‘(1) using L1 for clarification purposes; (2) using L1 for promoting communication in L2 
and for enhancing pupil participation; (3) using L1 to assist the novice teacher in managerial aspects of the lesson 
and in building rapport with the pupils’ (p. 98).  

In another study, Mohebbi and Alavi (2014) focus on teachers’ beliefs and perceptions towards L1 use in EFL 
context. Seventy-two teachers participate in the study by filling out a questionnaire. The findings of the study 
reveal that teachers use L1 for mainly providing feedback, explaining grammar, building rapport, teaching lexical 
items, and saving time in some activities. The researchers also emphasize the facilitative effects of employing L1 



ies.ccsenet.org International Education Studies Vol. 11, No. 5; 2018 

76 
 

in English classes. In addition to the research cited above, there is much research (Raeiszadeh, Alibakhshi, Veisi, & 
Gorjian, 2012; Blackman, 2014; Sa’d, & Qadermazi, 2015) dwelling upon the role of L1 in L2 classes. Most of the 
findings of the research with regard to L1 use reveal that L1 is not something that hinders foreign language 
learning, on the contrary it may be an invaluable source if it is referred to as convenience in the learning process. 

The target language-only policy was also popular in foreign language education settings in Turkey. Some 
institutions followed this policy strictly and enforced the teachers and learners to use the target language as the 
mere medium of communication while some accepted optimal amount of L1 use in the classrooms. To the best of 
our knowledge, there are few studies dwelling on the perceptions of students and teachers towards L1 use in 
Turkish context. For example, Kayaoğlu (2012) aims to explore English teachers’ perceptions about the use of L1 
in L2 classes. 44 student teachers participate in the study at a state university in Turkey. Data are collected through 
a questionnaire and interview. The findings of the study indicate that teachers are aware of the possible benefits of 
L1 use and the more they get experiences, the more they tend to employ it systematically in their classes. In a 
similar study, Mahmutoğlu and Kıcır (2013) conduct a study with 25 instructors of English and 105 students in an 
EFL context. Students and instructors’ perceptions about the use of their mother tongue in L2 classes are 
determined through a questionnaire and interview. The researchers conclude that students and instructors’ native 
language serves as an intermediator and no significant difference is reported between instructors and students’ 
perceptions on using L1 in their classrooms. Oflaz (2009) also reports no significant difference between instructors 
and students as to L1 use. Both instructors and students think that mother tongue can be used when needed. 
Likewise, administering a questionnaire and an interview to 20 instructors and 286 students, Paker and Karaağaç 
(2015) state that instructors and students are aware of the importance of the use of target language, but they do not 
deny the need of mother tongue when they need to use it.  

The other studies (Yıldırım & Mersinligil, 2000; Çelik, 2003; Üstünel & Seedhouse, 2005; Çelik, 2008; 
Kahraman, 2009; Sarıçoban, 2010; Şenel, 2010; Kayaoğlu, Öztürk, & Dağ-Akbaş, 2010; Timuçin & Baytar, 2015) 
conducted in Turkish EFL context usually focus on the roles and functions of students’ mother tongue in English 
classes, whether the mother tongue should be employed or not, when and why to use the mother tongue, and 
code-switching practices.  

The related literature that has been reviewed so far suggests that there is much research conducted to find out the 
functions, roles, and effects of L1 use in L2 classes. In addition, there exists research focusing on the beliefs, 
attitudes, and perceptions of either students or teachers or both. Most of the studies have been conducted in English 
classes as well. However, there is scarcity of research in Turkish context with regard to students and instructors’ 
perceptions about the use of L1 in English, German, and French language classes. This study aims to fill this gap 
and is significant since it focuses on not only L1 use in English classes but also in German and French classes as 
well. It is thought that the findings of the study will be beneficial for language teachers who have been in a 
dilemma of whether or not to use L1in L2 classes. Our findings may also help teacher educators, materials 
developers, and syllabus designers in terms of raising their awareness about the functions, roles, and effects of L1 
use and exploring students and instructors’ perspectives about L1 use in L2 classes. Therefore, our study searches 
answers for the following research questions: 

1) What are English, German and French preparatory class students’ perspectives on using L1 in foreign language 
classes? 

2) What are English, German and French language instructors’ perspectives on using L1 in foreign language 
classes? 

2. Method 
The study has a quantitative research design. The population of the study is English, French and German 
preparatory class students in the tertiary level in Turkey. The sample consists of English, French and German 
preparatory class students at a state university in Turkey. Convenience sampling type was used in the study. 
Dörnyei (2007) states that convenience sampling provides researchers with the opportunity to select the members 
of the target population for the purpose of the study if they meet certain practical criteria. 

2.1 Participants 

Two hundred and seventeen English, French and German preparatory class students participated in the study. 
Eighty of whom were attending in English language preparatory class, 77 in German language class, and 60 in 
French language preparatory class in the fall term of 2015-2016 academic year and in the spring term of 2016-2017 
academic year. In addition, 20 foreign language instructors were given the questionnaire on target language-only 
policy. Ten of whom were English language instructors, seven were German, and three were French language 
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instructors teaching at preparatory language classes in a state university in Turkey.  

2.2 Instrument 

The study employed a questionnaire (for students) developed by Hashemi and Sabet (2013). The questionnaire had 
originally 26 items with 4-point Likert-type scale. In the questionnaire, two items were deleted and transformed 
into 5-point Likert-type scale as it did not fit into the context of the study. The students were expected to rate from 
1 (strongly agree) to 5 (strongly disagree). Three of the items (7, 12, 15) were reverse coded in the course of 
analysing the data. The Cronbach alpha coefficient was calculated .771 after the adaptation. In the study, another 
questionnaire (for instructors) developed by Mohebbi and Alavi (2014) was also used. The Cronbach alpha 
coefficient was calculated .928. Both questionnaires have been piloted and modified consulting two experts in 
survey development.  

2.3 Data Analysis 

Data have been analysed using SPSS 20 software. Frequency analysis has been conducted to find out the mean 
scores of students and instructors for English, German, and French classes separately. In addition, ANOVA 
analysis has been used to determine the differences among group means. Descriptive data and ANOVA results 
regarding the three language classes and their perspectives about L1 use are presented in the following section. 

3. Results 
The students in English, German, and French language classes responded to the target-language only policy survey 
which had 24 items. The mean scores of each class are presented in Table 1 below. 

 

Table 1. Students’ mean scores with regard to l1 use in English/German/French classes 

 
English 

n: 80 

German 
n: 77 

French 
n: 60 

1. I like it when teachers use Turkish in the classroom to explain grammar rules. 2.02 1.50 1.90 

2. I like when teachers use Turkish for classroom management (e.g. giving 

instructions and groupings students). 
2.51 1.77 2.55 

3. I like when teachers use Turkish in the classroom to explain the meaning of a 

new vocabulary. 
2.22 1.67 2.58 

4. When teachers use Turkish in the classroom, students will tend to speak more 

Turkish than English/German/French in the classroom. 
2.12 2.96 2.48 

5. The more the English/German/French teacher makes use of Turkish, the less 

effort students make to understand the teacher’s use of English/German/French. 
2.13 2.75 2.21 

6. I like when teachers use English/German/French for explaining simple 

grammatical terms and concepts and Turkish for more difficult terms and 

concepts. 

3.93 1.63 2.00 

7. Teachers should not use Turkish in English/German/French classrooms because 

it reduces the amount of students’ exposure to English. 
2.73 2.63 3.40 

8. The use of Turkish should be minimized in the classroom. 2.17 2.92 2.28 

9. The only way to learn an English/German/French Word completely is to know 

its meaning in Turkish. 
2.98 2.16 3.10 

10. I like it when teachers ask me to translate a word or sentence into Turkish as a 

comprehension check. 
2.23 1.74 2.15 

11. I like it when my teacher uses English/German/French to give homework in 

the classroom. 
3.68 2.40 2.68 

12. I do not like the use of Turkish because it prevents me from thinking in 

English. 
2.60 2.53 3.15 

13. I sometimes speak Turkish to my classmates to clarify teacher’s directions. 2.03 1.72 2.35 

14. When students speak Turkish in the classroom, it makes me disappointed. 2.56 3.88 3.16 

15. I never feel quite sure of myself when students and teachers speak 

English/German/French in the class. 
3.30 2.81 2.66 

16. The use of Turkish in the classroom reduces students’ anxiety. 2.70 2.40 3.05 

17. It frightens me when I do not understand what the teacher is saying in 

English/German/French in the classroom. 
2.70 2.54 2.65 

18. The medium of instruction should be English/ German/ French in the class. 2.20 2.53 2.13 
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19. I feel more comfortable when I talk to my teacher in Turkish. 2.53 2.20 2.70 

20. I can understand the lesson much better if the teachers use Turkish. 2.97 2.19 3.00 

21. Turkish can help me to express my feelings and ideas that I cannot explain in 

English/German/French. 
2.23 1.66 2.55 

22. I prefer to ask my teacher questions in Turkish. 2.88 2.20 2.78 

23. It is necessary to explain the differences and similarities between Turkish and 

English/German/French in Turkish. 
2.47 2.00 2.45 

24. I prefer to use bilingual dictionaries.  2.21 1.94 2.55 

1. Strongly Agree; 2. Agree; 3. Neutral; 4. Disagree; 5. Strongly Disagree 

 

As it is seen in Table 1, most of the items were responded in favour of L1 use in foreign language classes. Students 
in three classes declared that they expected teachers to use L1 especially while explaining grammar rules, the 
meaning of new words, the differences and similarities between Turkish and target languages, checking 
comprehension, giving homework, and translating a word or sentence as a comprehension check. German 
language students were in favour of L1 use in more cases than English and French language students. For example, 
compared to their English and French counterparts, they were more inclined to agree that teachers should use L1 in 
case of difficult grammatical rules (m: 1.50), new vocabulary (m:1 .67), comprehension check (m: 1.74), and 
classroom management (m: 1.77). Similarly, German language students advocated students’ use of L1 more 
strictly than English and French language students with regard to clarifying teachers’ directions (m: 1.72) and 
expressing their feelings (m: 1.66). As to the language preferences, German students (m: 1.94) had more tendency 
than English and French students to use bilingual dictionaries. For most of the items, almost all of the students in 
each class were in favour of L1 use; however, French and English language students remained neutral about 
relationship between teachers’ use of Turkish and understating the lesson better. In addition, French language 
students were more inclined to disagree for the items 7, 9, 12, 14, 16 and similarly English language students for 
the items 6, 11, 15. On the other hand, German students were in disagreement with the item 14, which was related 
to students’ using Turkish that caused disappointment. Students’ average tendency to use L1 was also important in 
three classes as well. Table 2 indicates mean scores of students for the whole questionnaire. 

 

Table 2. Overall mean scores of English, German, and French language students 

Class N Mean Std. Deviation

English 80 2.59 .34916 

German 77 2.28 .31320 

French 60 2.60 .39873 

Total 217 2.48 .38092 

 

As shown in the table above, German language students have more tendencies to use L1 in lessons than English 
and French language students. This may be contributed to lots of things including students’ linguistic background, 
expectations, experiences, affective filters, motivations, and so on. This may also be because of German language 
students’ perceptions concerning the complexity of German language. As for the differences between the groups, 
Anova test results are presented in Table 3 below:  

 

Table 3. Anova results for the differences of L1 use among English, German, French language students 

Classes Mean Difference Std Error Sig.*

 German .3070 .0561 .000

English     

 French -.0140 .0600 .970

 English -.3070 .0561 .000

German     

 French -.3210 .0605 .000

 English .0140 .0600 .970

French     

 German .3210 .0605 .000

* The mean difference is significant at the 0.05 level. 



ies.ccsenet.org International Education Studies Vol. 11, No. 5; 2018 

79 
 

 

It is clear from Table 3 that there is a statistically significant difference between English and German language 
students and between French and German language students with regard to L1 use in the foreign language 
classrooms. However, there is not a statistically significant difference between English and French language 
students with regard to L1 use in the foreign language classrooms. These findings mean that German language 
students’ perspectives towards L1 use are different from English and French language students in that German 
language students have a more strict view in favour of L1 use in foreign language classes. Perceived difficulty of 
German language compared with English and French languages can constitute one of the reasons of German 
language students’ insistence on more L1 use in the classroom. In addition, the popularity of English in Turkey and 
possible similarities between English and French languages may have an effect on students’ opinions regarding the 
use of L1 or L2 in the classrooms. 

The research also attempts to find out instructors’ perspectives about L1 use as well. To this end, a similar 
questionnaire has been employed for 20 foreign language instructors of English, French, and German. The 
descriptive findings are presented in Table 4 below.  

 

Table 4. Instructors’ mean scores with regard to L1 use in English/German/French classes 

 English German French
1. I use learners’ L1 to teach new vocabulary. 3.00 3.42 3.66 

2. I employ learners’ L1 to explain grammar. 2.70 2.42 3.33 

3. I use learners’ L1 to provide clarification when learners do not understand in L2. 2.40 2.85 2.33 

4. I use learners’ L1 to provide feedback and explain their errors. 2.70 2.57 2.33 

5. I use learners’ L1 in giving written corrective feedback on learners’ compositions. 4.40 3.71 3.00 

6. I use learners’ L1 to explain instructions for assignments or projects. 3.20 3.00 2.33 

7. I use learners’ L1 to give meta-linguistic knowledge, in particular about discussing the tasks, such as the 

objective and the steps of tasks. 
3.10 2.57 2.00 

8. I use learners’ L1 to negotiate the syllabus and the lesson. 3.50 2.00 1.66 

9. I use learners’ L1 in administrative issues like exam announcement. 3.50 1.85 2.00 

10. I use learners’ L1 in dealing with discipline problems in class. 2.80 1.85 2.00 

11. I use learners’ L1 to establish or assert authority. 3.30 3.14 2.66 

12. I use learners’ L1 at the end of the class to answer possible questions. 3.40 3.28 3.00 

13. I use learners’ L1 to encourage and comfort learners. 3.30 2.71 3.33 

14. I use learners’ L1 to build rapport with learners. 2.90 2.57 3.33 

15. I use learners’ L1 in giving personal comments. 3.00 2.57 2.33 

16. I use learners’ L1 in making humorous comments. 3.20 2.57 3.33 

17. I use learners’ L1 in presenting information about the target culture, in particular discussing 

cross-cultural issues. 
3.20 2.85 3.33 

18. I take advantage of learners’ L1 to supervise and guide them when they perform a task collaboratively. 3.50 2.57 2.66 

19. I employ learners’ L1 to conduct pre-task activities, namely pre-listening and pre-reading. 4.30 3.85 3.33 

20. I use learners’ L1 in giving individual help to learners. 3.30 2.71 2.00 

21. I use learners’ L1 to save time in lengthy task explanations. 3.40 2.85 3.00 

22. I use learners’ L1 in making contrast between L1 and L2. 2.70 2.57 3.33 

1. Strongly Agree; 2. Agree; 3. Neutral; 4. Disagree; 5. Strongly Disagree 

 

Table 4 makes it clear that most of the instructors were usually in favour of using L1 for explaining grammar, 
providing feedback and clarification, negotiating the syllabus, announcing administrative issues, dealing with 
discipline problems, building rapport with learners, and making contrasting between L1 and L2. French language 
instructors were slightly more inclined to use L1 compared to English and German language instructors. For 
example, they declared that they used L1 for explaining instructions for assignments or projects (m: 2.33), giving 
meta-linguistic knowledge (m: 2.00), negotiating the syllabus and the lesson (m: 1.66), establishing authority (m: 
2.66), giving personal comments (m: 2.33), and giving individual help to learners (m: 2.00). Besides these positive 
attitudes towards L1 use in L2 classes, findings revealed that some instructors were opposed to the use of L1. For 
instance, English and German language instructors stated that they were against the use of L1 while giving written 
corrective feedback on learners’ compositions and conducting pre-task activities. In addition, French and German 
instructors interestingly disagreed to use L1 while teaching new words. The mean scores are presented in Table 5 
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below: 

 

Table 5. Overall mean scores of English, German, and French language instructors  

Class N Mean Std. Deviation

English 10 3.21 .63845 

German 7 2.75 .68427 

French 3 2.74 .41244 

Total 20 2.48 .144322 

 

Table 5 above shows that French and German language instructors are more inclined to use L1 than English 
language instructors. The reason for that can be attributed to the limited use of German and French compared with 
English in foreign language setting in Turkey. It is known that English language learners have more opportunity 
outside the classroom to be exposed to the target language than French and German students. Therefore, instructors 
of German and French may prefer L1 use more frequently than the instructors of English to keep the students 
engaged and motivated as much as possible in L2 classes. 

The differences among the instructors of English, German, and French with regard to the use of L1 are statistically 
indicated in the following Table 6. 
 

Table 6. Anova results for the differences of L1 use among English, German, French language instructors 

Classes Mean Difference Std Error Sig.*

 German .4649 .3120 .320

English     

 French .4757 .4168 .503

 English -.4649 .3120 .320

German     

 French .0108 .4370 1.000

 English -.4757 .4168 .503

French     

 German -.0108 .4370 1.000

* The mean difference is significant at the 0.05 level. 

 

As it is clear in Table 6, there is no statistically significant difference among English, French and German language 
instructors concerning the use of L1 in the classes. This means that foreign language instructors in Turkish foreign 
language setting in the current study, limited to the chosen sample, have similar perspectives on L1 use. In 
addition, the findings indicate that different languages in foreign language setting do not have an influence on how 
instructors perceive the use of L1 in L2 classes.  

4. Discussion and Conclusion 
The study aims to explore English, French, and German language students and instructors’ perspectives towards 
L1 use in foreign language classes. To this end, two different questionnaires have been employed for students and 
instructors separately. Two hundred and seventeen students and 20 instructors participated in the study conducted 
in a state university in Turkey. The findings indicate that there is a statistically significant difference between 
English and German language students and between French and German language students with regard to L1 use 
in the foreign language classrooms. However, there is not a statistically significant difference between English and 
French language students with regard to L1 use in the foreign language classrooms. The findings also reveal that 
there is no statistically significant difference among English, French and German language instructors concerning 
the use of L1 in the classes.  

Descriptive statistics show that students in three classes expect teachers to use L1 especially while explaining 
grammar rules, the meaning of new words, the differences and similarities between Turkish and target languages, 
checking comprehension, giving homework, and translating a word or sentence as a comprehension check. 
Students in German class are in favour of L1 use in more cases than English and French language students. 
German language students’ insistence on the use of L1 more than English and French language students may 
depend upon the relative complexity of German language, as a result of which students need more explanations in 
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the native language. Besides, there exists a mismatch between the perspectives of German language students and 
instructors. German language students demand more L1 use even if the instructors state that they use L1 when 
necessary, which is similar to English and French counterparts. It is thought that this mismatch does not create 
remarkable problems in the classroom setting since the instructors’ responses seem to be flexible enough for the 
use of L1. 

The study reveals similar results with some of the research in the literature. For example, Al Sharaeai’s (2012) 
study has shown that students use L1 for explaining and asking about the new ideas and concepts presented in 
English classes, for feeling connected to their cultures, and for learning new words, which are identical findings 
with our study. The study is also similar to Mohebbi and Alavi’s (2014) findings in terms of instructors’ 
perspective. As in the case in our study, instructors usually use L1 for mainly providing feedback, explaining 
grammar, building rapport, and teaching lexical items. The results of the study are identical with those conducted 
in Turkey as well. The findings of the studies by Oflaz (2009), Kayaoğlu (2012), and Paker and Karaağaç (2015) 
reveal that instructors and students are aware of the possible benefits of L1 use and they use it whenever they need 
for specific occasions in the foreign language class. Contrary to the studies which have similar findings, Hashemi 
and Sabet’s (2013) study differs from the current one in that students and teachers’ views are different from each 
other. In their study, they state that students are willing to use Persian while teachers tend to use English in the 
lessons. However, the current study reveals that there is no considerable difference between students and 
instructors’ perspectives regarding the use of L1. 

The results of the study are significant for several reasons. First, to our knowledge, there is no other study with its 
design comparing three foreign language classes in different languages with regard to L1 use in the class. The 
findings make it clear the similar and different perspectives of students and instructors of these three foreign 
languages in Turkey. Second, the study investigates the perspectives of both students and instructors about L1 use. 
Thus, the perceptions of both students and instructors can be compared and contrasted in order to determine the 
correct time and functions to use L1 in foreign language classes. Next, with its findings, the study can shed light on 
teacher educators, materials and syllabus designers, and language teachers in terms of preparing and designing 
language materials and training prospective foreign language teachers with the awareness of potential benefits of 
L1 use.  
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