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This study employed qualitative research methodology to investigate pre-service teachers' perceptions of
L1 use in language classrooms and their reflections on mentor teachers' L1 use during practicum. In this
way, the purpose of this study is to obtain a new perspective on the mentoring process of pre-service
teachers during practicum, specifically in terms of L1 use as an important classroom dynamic in language
teaching. 42 ELT pre-service teachers were selected and their teaching reflections and responses to open-
ended questions were analyzed using a purposive sampling technique. Initially, some pre-service teachers
expressed a preference for minimal or no use of L1 to promote immersive L2 learning. However, their
observations of mentors' successful use of L1 for classroom administration caused them to change their
minds. The results emphasize the significance of pre-service teachers' reflections on mentors' use of L1 and
their willingness to modify their beliefs and instructional strategies in response to observed effectiveness.
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1. Introduction

Pre-service teachers can practice teaching in actual classrooms, observe experienced teachers, and
receive guidance from them during the practicum, which is an essential component of teacher
education. Significant stakeholders in the practicum process are mentor teachers in schools, as they
guide pre-service teachers and influence their future practices. According to Lofthouse (2018), the
practicum "helps new teachers acquire the skills they'll need to continue developing through
continuing professional development" (p. 252).

During the practicum procedure, pre-service teachers have the opportunity to reinforce and
apply the theories they have learned during territory education. They gain proficiency in a variety
of skills, including teaching methods, techniques, classroom administration, etc. Language
instruction must be dynamic and deliberate, taking classroom dynamics into account. Among
these teaching-learning dynamics, L1 use is one of the most significant issues that pre-service
teachers query, observe, and form their own opinions on during their practicum. In language
classes, the use of the first language (L1) is an essential component. In addition, the topic of L1 use
as a crucial classroom dynamic in language education has raised concerns in the context of pre-
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service teacher mentoring during practicum. However, a comprehensive understanding of how
pre-service teachers perceive, observe, and evaluate their mentor teachers' use of L1 in language
classes is lacking. This study aims to close this divide and shed light on both the opportunities and
potential pitfalls of mentorship in language teaching by investigating pre-service teachers'
perspectives and experiences regarding L1 use during practicum.

The implementations and attitudes of mentor teachers toward L1 use have an impact on the
future practices of pre-service teachers. Even though pre-service teachers read and discuss
numerous theories and studies on L1 use in their methodology courses, they witness the L1 use
practices of their mentor teachers in actual classroom settings during practicum. Consequently, it
is essential to investigate the practicum process and mentoring of pre-service teachers in terms of
L1 use in order to investigate this contentious issue, L1 use, and obtain a fresh perspective on the
practicum and mentoring process of pre-service teachers.

Although L1 use in language classrooms has been studied from various perspectives; as
supporting (Celik, 2008; de la Fuente, & Goldenberg, 2022; Jingxia, 2010) and objecting (Swain &
Lapkin, 2000; Turnbull & Arnett, 2002) and investigating the reasons (Sali, 2011; Zakaria, 2013),
there are very few studies on pre-service teachers' opinions and practices about L1 in relation to
mentor teachers and practicum. This study's primary objective is to investigate pre-service
teachers' perspectives on L1 use in language classrooms and their reflections on mentor teachers'
L1 use during practicum. In this way, the purpose of this study is to obtain a new perspective on
the mentoring process of pre-service teachers during practicum, specifically in terms of L1 use as
an important classroom dynamic in language teaching. The following research questions were
posed of pre-service teachers regarding their L1 use perspectives:

RQ 1) How do future ELT instructors view the use of L1 in language classrooms?

RQ 2) How do they reflect on their mentor instructors' use of the L1 in language classes?

RQ 3) How do they evaluate the L1 proficiency of their language teachers' mentors?

It is believed that the results of this study could have significant implications for teacher
training programs that question the theory and practice of L1 use, as well as contribute to the
literature on codeswitching by providing actual observations, implementations, and reflections of
pre-service teachers.

1.1. Literature Review

Just like Shakespeare’s famous quote, there is another one in language teaching and learning: To
use or not to use L1 when teaching L2. This has been and still is the main question whose answer
has not been found yet. Despite having been studied, no one has found a sound answer as to use
L1 while teaching L2. It seems that the debate on the use of L1 in L2 classes will be never over.
While some support and insist the use of merely L2 in L2 classroom (Edstrom, 2009; Ellis, 1984),
others support the use of L1 by stating it can lead a kind of association between learners and
teachers, and the exclusion of L1 may not be appropriate in many situations (Al-Nofaie, 2010;
Mirza et al., 2012). For the supporters, L1 use is seen as an essential tool having a facilitating role
in foreign language teaching and learning process (Celik, 2008; Jingxia, 2010). Similarly, Brown
(2000) claims that L1 can be seen as a facilitator tool, not just an interfering factor, and Schweers
(1999) suggests teachers to use L1 in their classes to influence the classroom dynamic expressing
that using L1 may create a kind of secure atmosphere for students in class and allow them to
express themselves. Tang (2002) adds two more reasons for using L1 in L2 classes by putting
forward that L1 use brings effectiveness to the classroom and it saves time. Some are in favour of
using L1 by stating that foreign language teachers should use moderate amount of L1 in order to
maximize learning second language (Brooks-Lewis, 2009; Thongwichit, 2013). However, the term
“moderate amount” is not so clear; what is moderate? Does it mean a tool towards reducing
learners’ anxiety (Meyer, 2008) or is it a technique to clarify some complex grammar points or
vocabulary? To what extent should L1 be used in learning and teaching L2; or to check
understanding, and to give instructions? (Afzal, 2013).
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For some, L1 use is an impediment to an effective learning environment because it generates a
learning atmosphere that is not sufficiently challenging and reduces concentration. Using L1 in
the classroom may result in comfort, which can eventually lead to sloth (Edstrom, 2009). Atkinson
(1987) warns of the peril of excessive L1 use in language classes, stating that it may result in the
translation of the majority of language items into L1. Similarly, Nation (2003) argues that the use
of L1 in the classroom reduces the quantity of L2 input and practice opportunities. These ideas
are supported by Harmer's (2007) assertion that "English should predominate in an English lesson,
particularly where the teacher is concerned, since, as we have seen, he or she is the best source of
comprehensible input that the students have." In addition, English is the language they are
learning and not their L1."

One of the proponents of L2 use in the classroom, Seligson (1997), believes that using L2 is the
only way for learners to be exposed and adds that by using L2 most or all of the time in class,
students are provided with listening practice and the opportunity to respond naturally to the
spoken language, which is essential for exposure. The author also notes that using L2 alters the
classroom atmosphere in a significant and positive way and allows the teacher to create a more
positive and motivating environment by removing some learning barriers. He believes that the
use of L1 by pupils should be minimized by rejecting the use of L1 when it can be expressed in L2.
Burden (2001) asserts that the classroom is the only source of L2 exposure for instructors and that
L2 use should be mandatory. In a similar vein, Ellis (2005) argues that the use of L2 should be
maximized by considering it not only as the subject of instruction but also as the medium of
instruction.

Those who oppose the use of L1 in learning/teaching L2 believe that excessive use of L1 in L2
classes inhibits learners' exposure to the L2 and distorts the input, and that patterns transferred
from the L1 are the primary causes of errors in L2 learning (Swain & Lapkin, 2000; Turnbull &
Arnett, 2002).

According to the dilemma, there are two primary approaches: the monolingual approach and
the bilingual approach. As their names imply, the monolingual approach emphasizes the amount
of exposure to the target language in classroom settings, whereas the bilingual approach suggests
that native language aids in the acquisition of L2. Advocates of the monolingual approach assert
that L1 and L2 learning share some characteristics and that it is crucial to prevent the negative
transmission of L1 knowledge to L2 learning by exposing students to L2 as much as possible and
L1 as little as possible (Krashen, 1981). Those in favor of a bilingual approach, on the other hand,
are not in favor of the complete exclusion of L1 from L2 courses and advocate a moderate and
appropriate use of L1 (Storch & Wigglesworth, 2003; Thompson & Harrison, 2014; White & Storch,
2012).

With the emergence of the bilingual approach, there have been recent changes in the use of L1
versus L2 in foreign language classrooms, which can be termed "hybridity rather than
monolingual exclusivity" (Canagarajah, 2007). Some view L1 as a constructive element that aids
the L2 learning process or as a sort of foundation that learners can build upon if it is used
sparingly and thoughtfully (Harbord, 1992). One of the proponents of L1, Macaro (2001), argues
that L1 is an effective instrument for foreign language acquisition and that learners should not be
prohibited from using it. Sali (2011), another proponent of L1, asserts that there are three primary
functions of using L1 in L2 classes: academic, managerial, and social-cultural. By academic
function, she means the communication of the lesson's content, by managerial function, the
efficient regulation of classroom interactions and proceedings, and by social-cultural function, the
effort to improve classroom relationships.

Similar to the "hybrid approach," Nation (2003) introduced the "balanced approach," which
states that instructors should respect learners' L1 and avoid doing things that make L1 seem
inferior to L2. According to him, it is the responsibility of the English teacher to assist students in
developing their English proficiency, and this approach seeks a role for the L1 while recognizing
the significance of L2 use in the classroom. Zakaria (2013) also lists comparable applications of L1
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such as 'assisting in establishing security, conveying the meaning of words, assessing
comprehension, and explaining grammatical rules" (p. 373). To expand the detailed list of L1
applications, Schweers (1999) suggested the uses summarized in Table 1.

Table 1
Suggested Uses for the L1 in the EFL Classroom (Schweers, 1999, p. 7)

1. Eliciting language
“How do you say ‘X" in English?”
2. Checking comprehension
“How do you say ‘I've been waiting for then minutes’ in Spanish?”
(Also used for comprehension of a reading or listening text.)
3. Giving complex instructions to basic levels
4. Co-operating in groups
Learners compare and correct answers to exercises or tasks in the L1.
Students at times can explain new points better than the teacher.
5. Explaining classroom methodology at basic levels.
6. Using translation to highlight a recently taught language item.
7. Checking for sense
If students write or say something in the L2 that does not make sense, have them try to translate it into the
L1 to realize their error.
8. Testing
Translation items can be useful in testing mastery of forms and meanings.
9. Developing circumlocution strategies
When students do not know how to say something in L2, have them think of different ways to say the same
thing in L1, which may be easier to translate.

1.1.1. Teachers’ opinion towards the use of L1

Some studies on the L1 use of teachers found that most teachers had positive thoughts towards
the use of L 1 in classrooms. Some teachers stated that the judicious amount of L1 use was
appropriate. Appropriate use of L1 in an L2 classroom can be advantageous and does not hinder
L2 acquisition. In fact, meticulous use of L1 can facilitate the acquisition of L2 due to its numerous
advantages (Zulfikar, 2018).

The findings of different studies carried out at different school levels also showed that teachers
had more positive thoughts on the use of L1 than L2 (Ahsan et al., 2016; Shabir, 2017). In a study
by Lin (2005), it was found that the use of L1 by teachers was different; some used as single words
and some as complete sentences and also the amount of use depended on the level of students.
While L1 was used more frequently with elementary students, it was used less with advanced
students.

Manara (2007) found that 57% of teachers agreed that L2 should be the sole medium of
instruction and concluded that the majority of teachers support monolingual instruction, but that
there is still room for L1 use in L2 classes in emergency situations. Macaro (2005) found that the
majority of teachers viewed L1 use as immoral and regrettable, but necessary and unavoidable.
Similarly, in a separate study, Edstrom (2006) observed that despite her efforts to maximize the use
of L2 in her lectures, she was forced to use L1 at times. Based on these studies, it is possible to
conclude that although some teachers did not wish to use L1 in their classrooms, they were
compelled to do so for various reasons, and others found it beneficial as a tool for facilitating the
acquisition of L2.

In a study conducted by Kim Anh (2010) with Vietnamese university teachers regarding the use
of Vietnamese (L1) in teaching English, it was determined that the moderate use of L1 was
required in certain situations when teaching English, and all participants advocated for the use of
L1 in the classrooms, stating that L1 was a part of their teaching method and could play a positive
role in their classroom. In a similar vein, Harun et al. (2014) reported that L1 use allowed learners
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to discover and comprehend the L2 grammatical concept while investigating the role of L1 in
enhancing Malaysian EFL learners' understanding of the English tense. According to the
Vygotskian perspective, language serves not only as an instrument for communication but also as
a psychological tool in the cognitive development of an individual.

The study of Aminifard and Mehrpour (2019) showed that more than half of the total number of
teachers used L1 in the L2 classroom in the countries Iran and New Zealand. According to the
study, 83 teachers out of 110 in Iran used L1 to interact with young learners in English classes. It is
known that the numerous functions of L1 use in L2 classes are also related to the language
teachers' total L1 usage. Although the primary objective in the classroom is to maximize the
teaching of L2, there is no consensus regarding the proportion of L1 used in FL classes, as
indicated by the issue's general trend. Therefore, previous research has shown that instructors use
L1 for a variety of purposes and in varying amounts when teaching FL (Tasc1 & Atag, 2020). In the
same vein, based on the results of the study with Indonesian teachers and students, Liando et al.
(2023) listed the reasons why teachers tended to use L1 in language classrooms such as facilitating
the connection between students' existing knowledge and new information, enhancing student
motivation, and fostering an engaging and participatory learning environment. Nevertheless, over
reliance on the first language (L1) was identified as a possible concern due to its potential to hinder
the development of proficiency in the target language.

According to Wach and Monroy's (2019) study, Polish and Spanish EFL teacher-in-training
beliefs about the utility of learners' L1 in teaching L2 English differ significantly. While both
groups agreed that the L1 must be used in lower-level classrooms, the Spanish participants were
more negative than positive on a number of crucial issues relating to the L1's usefulness, such as
the justification of the translation technique in teaching vocabulary, of grammatical explanations
being conveyed in the L1, of translating texts for comprehension, of coursebooks containing
explanations in the L1, etc. For the vast majority of items, the Polish group's opinions exhibited the
opposite pattern, with positive responses outnumbering negative ones. In general, the quantitative
analyses revealed that Polish participants had a greater understanding of the function of the L1 in
the EFL classroom than Spanish participants. This involved both the managerial and affective
duties of the L1 as well as its role in teaching specific aspects of the L2.

A study conducted in Turkey by Inal and Turhanli (2019) on the attitudes of teachers toward
the use of L1 in L2 classrooms revealed that teachers had a slightly negative view of the practice.
The qualitative data of the study, on the other hand, indicated that the teachers' general opinion
regarding the use of L1 was positive. The results of this study were comparable to those of Kicir
and Mahmutoglu's (2013) and Sarandi's (2013) studies in that a certain level of L1 usage was
deemed acceptable. Taner and Balikgi, (2022) explained the shift from negative to positive attitude
towards the use of L1 in terms of experience and context. The results of their study indicated that
both experience and the L2 teaching and learning context were influential on teachers” practices
and beliefs while experienced teachers were more tolerant of the use of L1 in all of their practices
than pre-service teachers, who tended to favour English only.

The studies on the teachers” opinions about L1 use in the literature agreed that teachers tend to
use L1 as a beneficial tool and for specific aims to manage classrooms, maintain classroom and task
dynamics, anxiety management, student rapport and interaction. The teachers” tendency differs in
terms of experience, teaching context and skill to be taught.

1.1.2. Learners ‘attitude towards L1

Regarding the use of L1 and L2 in the classroom, it is essential to solicit the attitudes and
viewpoints of students as the primary participants. Multiple studies conducted on the topic
revealed that students favored L1 because they believed teachers who spoke their language would
be more beneficial to them. In a study conducted by Satio and Ebsworth (2004), it was revealed
that students desired explanations in L1 and that they found it startling that native English
speakers did not permit them to use L1 in class.
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To use L1 as a beneficial tool for communication, for establishing or maintaining control of the
group, for reducing anxiety and for explicit focus on grammatical forms or vocabulary for
comprehension and/or learning is accepted as the principled approach to L1 use (Levine,
2014).The teachers are to decide on L1 use observing their students, considering their needs and
task dynamics (de la Fuente & Goldenberg, 2022). When compared L2-only approach and the
principled approach of L1 in the second language teaching, specifically for writing and speaking
skill development, de la Fuente and Goldenberg (2022) found out that the courses under both
conditions promoted improvements in speaking and writing. However, students in the
+L1condition improved significantly more than those in the control -L1 group, both in speaking
and writing. This finding suggests a potentially significant influence of the first language (L1) in
the acquisition and development of a second language (L2).They emphasized that learners use
their L1, and teachers have a difficult time 'managing' this. Once teachers have a trained
awareness, they may formulate and apply their own informed, principled approach to L1. And,
once they see their students as L2 users with two languages, they might become aware of the
reason for their L1 usage and favour L1 use to improve their proficiency.

The findings of Huang's (2006) study of students' attitudes toward L1 use in a writing class at a
Taiwanese university revealed that the students supported the use of L1 by instructors when
explaining grammatical points, generating ideas, and explaining difficult concepts. On the other
hand, although they wanted their instructors to use L1 in certain situations, they requested that
the percentage not exceed 25 percent of class time, stating that frequent use of L1 by teachers
would decrease their motivation and attention. In a similar vein, Mahmoudi and Amirkhiz's
(2011) study of L1 use in EFL classes with low- and high-level English students revealed that all
students, regardless of their levels, favored English over their native language in class.

1.1.3. Pre-service teachers’ opinions

It is believed that pre-service teachers' opinions can be useful and provide insight into a variety of
issues in the field of L2 education, and that their beliefs provide a solid foundation for empirical
research. Studies on the beliefs of both pre-service and in-service teachers primarily focus on
teaching experience and education (Borg, 2006; Peacock, 2001). The experience of pre-service
teachers as language learners regarding the use of L1 appears to be significant, and it has been
discovered that the pre-service teachers' prior experience influences their beliefs, philosophies,
and practices. This factor is referred to by Lortie (1975) as "apprenticeship of observation," and he
states that the experience acquired during their school years influences their behavior as teachers.
In a similar vein, Borg (2004) asserts that when pre-service teachers are ready for training in
schools, they already have some experience because they have observed and evaluated their
instructors at their own schools; this contributes to their knowledge as future teachers. Borg
(2006) adds that pre-service teachers' cognition is shaped by what they contribute to the teaching
situation as well as what they encounter in practice.

The opinions of pre-service teachers regarding the use of L1 in teaching L2 may be deemed
significant. A search of the relevant literature reveals that few studies have been conducted on the
topic. In one of the scarce studies, Lee (2016) found that in-service teachers were more supportive
of L1 in L2 instruction than pre-service teachers undergoing practicum training in schools. This
finding is similar to the results of another study by Hall and Cook (2013), which found that
teachers' attitudes toward L1 use become less dogmatic and more pragmatic with experience.
According to the results of another study, there are variable levels of L1 use in teaching L2
depending on cultural, contextual, and individual factors. According to a study of the beliefs and
practices of Mexican pre-service teachers in an EFL program (Higareda et al., 2009), pre-service
teachers used L1 in their instruction, particularly for teaching grammar and vocabulary, but the
majority denied its utility for giving instructions and classroom management. Othman and Kiely
(2016) found in another study that Malay pre-service instructors held some peculiar beliefs
regarding the use of L1 when teaching L2. Although they believed that the use of L1 should be
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avoided when teaching L2, they admitted that they did so to help students comprehend
explanations and instructions. Agudo (2017) found that Spanish ELT pre-service teachers
supported the use of L2 in the classroom, stating that it facilitated the acquisition of L2 and adding
that teachers should use L2 in the classroom. In addition, they indicated that L1 could be used to
explain grammar, difficult vocabulary, and give complex instructions. Based on the depicted
studies, it is possible to conclude that pre-service teachers have mixed sentiments regarding the
use of L1 in teaching L2.

2. Method

The study employed a qualitative research design to investigate pre-service teachers' perspectives
on L1 use in language classrooms and their reflections on mentor teachers' L1 use during
practicum. (Noble & Smith, 2015) Qualitative research is a suitable method for investigating
individuals' perspectives, experiences, and beliefs, which aligns with the study's objective of
comprehending the perspectives of pre-service teachers. Through thematic analysis, qualitative
research permits an in-depth examination of the opinions and experiences of the participants. This
methodology permits the accumulation of rich and detailed data, allowing for a comprehensive
understanding of the participants' perspectives and experiences. Additionally, qualitative research
design permits flexibility and adaptability in data collection and analysis. The researchers can
adjust their approach based on emerging themes and insights from the data (Branney et al., 2022).
This approach enables the researchers to capture the complexity and nuances of the participants'
opinions and reflections.

In addition, qualitative research design is well-suited for investigating subjective experiences
and comprehending their social and cultural context (Hall & Cook, 2012). The researchers were
able to obtain a deeper understanding of the participants' perspectives and the relationship
between their views and experiences by employing a qualitative methodology. In this way, the
phenomenon of L1 use in language classrooms was qualitatively investigated from the
perspective of ELT pre-service teachers in relation to the mentoring they received at state schools
in actual classrooms, focusing on a specific number of cases (samples) in a unique context.

2.1. Participants

Participants in this study included 42 pre-service ELT teachers and 11 mentor teachers who were
selected using purposeful sampling, a technique widely used in qualitative research for the
identification and selection of information-rich cases. (Campbell et al., 2020) Purposive sampling
is the deliberate selection of participants or cases that can provide valuable insights and an in-
depth comprehension of the research topic. The purpose of purposeful sampling is to ensure that
the selected participants or cases can contribute abundant and meaningful data to the
understanding of the research topic (Palinkas et al., 2015). By selecting information-dense cases on
purpose, researchers can gain insights that may not be possible with a larger, more representative
sample. (Campbell et al., 2020) Purposive sampling enables researchers to prioritize quality over
quantity, emphasizing the profundity of understanding over the breadth of coverage.

Out of a total of 42 participants 10 male and 32 female pre-service teachers were enrolled in the
fourth year of the BA English Language Teaching Department in Eskisehir, Turkey,. The
participants ranged in age from 22 to 24 and came from various regions of Turkey. They had a C1
level of proficiency and were about to graduate from college. Eight participants (all female)
attended primary school under the supervision of two mentor teachers, while twenty participants
(7 males and 13 females) attended secondary school under the supervision of six mentors. 14
students (3 males and 11 females) attended the secondary school practicum under the supervision
of three teachers.

Participants observed eleven mentor educators. During the course of the investigation, each
mentor was employed at a public school. Five of them taught at the high school level, two at the



U. Ozkanal & 1. Yiiksel / Journal of Pedagogical Research, 7(4), 217-236 224

elementary level, and four at the secondary level. All of them had a minimum of five years of
experience. They had mentored the pre-service teachers for at least three years.

During data collection, each participant was actively enrolled in their practicum course. In
prior terms, they had completed successfully Methodology I and 11, as well as Approaches to ELT
and Teaching English to Young Learners I and II. For their practicum courses, they were assigned
to state schools ranging from elementary to secondary, where they participated in six class hours
per week of observations and macro teaching (40 minutes) under the supervision of an
academician and one mentor teacher for four pre-service teachers. They were required to observe
their mentor teachers for five class hours and to teach the mentor's language subject for one hour
per week. As a requirement for this course, they were required to maintain teaching journals that
included reflections on their mentors' lessons as well as their own practice instruction.

2.2. Data Collection

This study's data collection instruments consisted of open-ended questions about their
perspectives of L1 use in language classrooms and their reflection journals about both their
mentor teachers' and their own L1 use during their observations during practicum.

Three open-ended questions were posed: the first asked about the necessity of L1 use in
language classrooms, the second about when L1 could be used, and the third prompted
respondents to provide specific examples of when they used L1 and explain the rationale.

In the study, two separate reflection journals were analysed. The first was about their
observations, reflections, and evaluations of their mentors' L1 use in language classrooms. The
second consisted of 12 weeks' worth of teaching reflections maintained by practicum students
during their teaching experience.

2.3. Data Analysis

For this qualitative study, qualitative data derived from open-ended queries and reflection
journals were analyzed descriptively. Following the paradigm of Yildirim and Simsek (2011), four
steps were taken. On the basis of the research questions and the conceptual framework of the
study, which is L1 use in language classrooms and how mentors mentor pre-service teachers
about this, a framework for descriptive analysis was developed, and themes were identified for
the subsequent classification of the data. Second, the data organized in accordance with the
thematic framework were read, combined in a meaningful and logical manner, and irrelevant data
were eliminated. Thirdly, the previously organized data were defined and supported by direct
participant quotations; and finally, the identified findings were explained, related, and interpreted
in relation to each research question.

As a result, three major themes for the pre-service teachers’ L1 use (positive, moderate and
negative opinions to L1 use) and mentor teachers’ L1 use were emerged. To increase the
reliability, each participant was assigned a number and listed from 1 to 42. After that, the
sentences that reflected the participants” opinions were pasted under the sub-themes. During this
process, no corrections were made in the responses of the student teachers in order to keep the
original language of the qualitative data intact. Lastly, to ensure validity, all parts of the data were
analyzed and examined again and again, while iterative cases were actively eliminated in
comprehensive data treatment (Creswell, 2014).

3. Findings

Pre-service teachers' reflections on their reported opinions, self-reflection of their own teaching
practices in L1, observations and evaluations of mentors' practices of L1 use in language
classrooms were analyzed qualitatively in order to investigate the pre-service teachers' attitudes
toward L1 use in language classrooms and to reveal how their mentor teachers influence their
attitudes and implementations regarding L1 use (see Table 2).
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3.1. The Pre-service Teachers’” Opinions on L1 Use: How do pre-service ELT teachers view the
usage of L1 in language classrooms?

To demonstrate how practicum and mentoring influence pre-service teachers' opinions and
practices in L1 use while teaching English, we analyzed the pre-service teachers' responses to
open-ended questions about whether or not to use L1 and, if so, how and in what circumstances,
so that their own opinions about L1 use were revealed. Positive, moderate, and negative themes
about L1 usage emerged in the initial analysis.

According to Table 2, the majority of pre-service teachers in this study preferred L2 over L1 in
language classrooms. While the majority of respondents emphasized the necessity and efficacy of
L2 in language classrooms for language acquisition and methodology of language teaching
principles, some acknowledged that they did not use L1 in the practicum (6 PTS). In addition, the
analysis reveals that ten pre-service teachers did not embrace or reject L1 use categorically, but
instead reported that L1 can be used when necessary. These pre-service instructors with moderate
viewpoints tend to use L1 based on the level of the students, administrative concerns, and
requirements. Seven pre-service teachers in the study supported using L1 in their teaching
practices, highlighting the fact that young learners in particular do not understand English and
the majority of students interact more effectively in L1.

To gain insight into these divergent viewpoints, each theme and subtheme was re-examined,
and it was discovered that the majority of pre-service teachers preferred to avoid or minimize the
use of L1 in the language classroom. As evidenced by the following quotations, they intended to
rely on English, body language, and visual aids to promote learning.

PTS2: “As a trainee teacher who is against using L1 while learning another language, I have to say
that I try to almost never use L1. Even where students do not understand, I try to express using
other simple English words. If it fails again, I try to actively use my body language and facial
expressions. I try to explain it by drawing on the smart board or on the white board. ...”

PTS12: “I don’t prefer talking L1. What is the best way of learning English? It is by living, isn’t it? I
think we all agree with that. So, let’s say that we live in USA and we do not know English at all,
would the people in USA talk to us in our L1? Of course not! We would have to face with those
challenges. Big win requires big sacrifice. We have to force ourselves as well as our students.”

On the contrary to such pre-service teachers who were against the use of L1, some pre-service
teachers with moderate opinions acknowledged the need to strike a balance between L1 and L2
use in language classrooms. They recognized specific situations where L1 could be beneficial, such
as explaining abstract concepts, providing clear instructions, or clarifying challenging vocabulary.
These students highlighted the advantages of using both languages for comparative learning and
motivation. It indicates a flexible approach to L1 use, where it is selectively employed to enhance
comprehension and facilitate instruction.

PTS17: “I could use L1 in some cases like explaining an abstract word, difficult grammar point and
responding to personal needs of the students. I would say that I could use L1 in the classroom
mostly because of the limited time we have at our schools. By this way we can gain so much time
and invest it into something else...”

PTS31: “...if I say the instructions of an activity two or three times in L2, but I realize that the
majority of the students do not understand, then I will briefly explain in L1...”

Some students clearly explained the necessity of balanced approach to L1 and L2 use rather than
strict L2-only approach. The following quotations clarified their opinions:

PTS14: “...1 think we can use both L1 and L2 in the lessons because there are benefits of hearing and
speaking in both of the languages to learn English for the students. If the teacher does this in the

right way the students can make a comparison between the structures of both of the languages and
understand how each language work.”

Some pre-service teachers expressed dissatisfaction with the limited opportunity to use L1 in
the language classroom. They believed that allowing L1 use could facilitate student expression,



226

U. Ozkanal & 1. Yiiksel / Journal of Pedagogical Research, 7(4), 217-236

,U0SS9[ 9} Surnp Aem

Aue ur 17 asn 0} 9dUEYD OU dARY dM “A[@yeuniaoqun), :9SLd
LT UHM JySney aq jouued ¢, '61SLd

yJOU [[IM T pUe [[e je Tej 0S 7] pash },UsAeY [, :GS1d
,uspmy, Apiarduwrod

seads | a1oym ssepd ysidug ue aurdewr 3, ued | ng,, :¢SI1d

,dWI} 0} dW) JT SN ULD dAA "SWOOISSE[D INO Ul [ 3SN I9AU
pinoys am jeyy Aes jouued am ‘vorurdo Awr ujy,, ¢ISId

wmonoeld Surmnp suossa] A} ur
asn 17 jo uoniqryoid oy} 03 anp asn jouured
A9y} 10 3asn T JO €3IPI Sy} 9SNJoI IS [ 2510}
WY} SIY} Jopun sIayded)} 2d1AIas-aid ayj, ord aAne3aN

‘suonIpuod a3 uo 3urpuadop wrrojrad

4 AJTOD IO OU DALY [ NI[ [99] [ USYM [ 0} pud) Inq suorurdo 119y} Inoqe Iea[d J0u I8 17951 04
asn ued | ‘I sn I2Adu 0} st 3sanbax Awr ySnoyyy,, :1ZSId  QWRY) SIY} Iopun SIdyded} adiAraes-aid ayf, 01 9}eIopPOIN
, oWl puejsiopun
j,uop uaIpyd “yeads [ ojdwirs moy repewr oN],, €¢SId SUuI00ISSe[d
,TIIm pue op T os 7T syeads 1oyoeay A10a7,, :GTSLJ o3en3uey ur 17 3ursn jo eapr oy jxoddns 177 95n 04
431 9SN 9M J UOP AUM 0S USDIINT, MOUY [[e M, :6CSLd SWLY} ST} Ispun siayoes} ad1AIds-axd Yy, / OATNISOJ
S2j0N f SoudY

SUL004SSD]D) 28VNSUDT Ul aSN [T $10qV SUOIUIA() ,S431{01a] 201042S-24 ] Y],
¢°lqeL



U. Ozkanal & 1. Yiiksel / Journal of Pedagogical Research, 7(4), 217-236 227

problem-solving, and motivation. For instance, PTS6 asserted that "Unfortunately, we have no
chance to use L1 in any way during the lesson. I think that students should be able to use L1 while
voicing their problems." In another response, PTS19 stated that “Sometimes students need
interaction, when they hear Turkish they are motivated to talk...”

Moreover, some students drew attention that L1 use might be necessary especially with young
learners whose language proficiency is not so well and cannot understand. They reported that no
matter how simple they speak in English, children do not understand and they get frustrated and
demotivated. Thus, they thought that L1 use is necessary with young learners. Nevertheless, there
are some pre-service teachers who insisted to use L1 in spite of students’ frustration and L1
questions and declared that they managed to use L2 eventually.

PTS12: “My students tried to avoid L2 by asking me almost everything in L1, I replied, “English?”.
They asked me many questions in L1, I answered in L2. They came to me with various translations
of unrelated things and wanted me to evaluate their translation, firstly, I said “Is this the right time
to come ask me?” or “We are in the middle of the lesson right now.” And then I continued my
lesson. If they didn’t understand an instruction, I simplified it. If they were noisy, I did the good old
“plain staring” at them and they became silent. If they started to entertain themselves with other
stuff, I gently told them to listen to me or asked a random question about the lesson to them.”

Overall, the findings suggest a range of perspectives among pre-service teachers regarding the
use of L1 in language classrooms. While some prioritize immersive L2 learning and advocate for
minimal or no use of L1, others recognize the potential benefits of selective L1 use in specific
situations. These findings reveal varying perspectives on L1 use, with some students who value its
potential benefits for student engagement and others embracing a strict L2-only approach.
Additionally, these findings indicated that the pre-service teachers are mostly aware of the factors
such as student preferences, instructional objectives, and the promotion of L2 immersion when
making decisions about L1 use in the language classroom.

3.2. The Reflections on the Mentor Teachers” L1 Use: How do they reflect on the L1 usage of
their mentor teachers in language classes?

The analysis of the provided data on pre-service teachers' reflection on mentors' use of L1 reveals
several themes regarding the effectiveness of L1 use in the classroom. These themes include the
contextual use of L1, minimal L1 use for language immersion, L1 use for clarification and
individualization, and L1 use in specific lesson phases. The themes capture both positive and
negative perspectives on mentors' L1 use, highlighting the need for a balanced approach that
considers the specific learning goals and individual student needs (see Table 3).

Table 3
Theme and Subthemes Emerged for Mentors” L1 Use

Themes/Sub-themes f Descriptions

Contextual Use of L1 45
-Grammar Teaching The mentors were observed to use L1 in certain
-Vocabulary Teaching contexts
-Giving Instructions
-Testing
-Classroom management

L1 for Clarification and Comprehension 35 The mentors were observed to use L1 for
-Comprehension Check clarification and comprehension
-Eliciting
-Preventing Confusion
-Error correction

L1 for Interaction 40 The mentors were observed to use L1 for
-Building rapport interaction with students
-Social-chat

No L1 Use 3 The mentors were reported not to use L1 at all
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As Table 3 indicates, the pre-service teachers reported that their mentor teachers mostly used
L1 for contextual purposes at the different stages of lessons. They observed that mentor teachers
mostly favored L1 use when explaining complex or abstract concepts in grammar and vocabulary,
providing instructions, or discussing important information such as exam-related topics. One of
the pre-service teachers exemplified such an instance about complex grammar topic as:

PTS25: “...In one of our lessons, some students couldn’t understand parts of speech such as
adjectives and verbs, and even though the teacher tried to explain it in L2, students still couldn’t

understand it. Eventually, the teacher switched to L1 and gave the explanation. Same thing
happened with to get used to and past continuous tense.”

The second emerged theme for the mentor teachers” L1 use is L1 for Clarification and
Comprehension. Students acknowledge that mentors sometimes use L1 to clarify complex tasks,
explanations. L1 is also used during error correction or vocabulary explanations to ensure
students' understanding before transitioning back to L2. In these cases, L1 is seen as a tool to
ensure comprehension and prevent confusion among students.

PTS6: “...the lessons that I have observed, the last part where my mentor uses L1 is the part where
she uses comprehension checking questions. She asks the questions with L1 to check whether the
students understand the given instructions.”

PTS9: “...The mentor teacher asked an abstract word in L2 and the students tried to say its meaning
in L1, but they could not guess the meaning correctly. In this case, the mentor teacher told the
abstract word momentarily in L1 and continued to explain it in L2.”

PTS21: “...My mentor uses L1 a lot during the lessons. Her warm-up is mostly L1, during lessons
she talks to the students with L1 a lot, and around half of the time she does error correction with
L1”

Thirdly, the pre-service teachers’ reflections about their mentors” L1 use were categorized
under the theme of L1 for Interaction. They acknowledge that the mentors' use of L1 is more
prevalent during specific phases of the lesson, such as the warm-up or wrap-up discussions.
During these informal conversations, the mentors may use L1 to build rapport with students and
establish a comfortable learning environment. Additionally, it was observed that the mentors used
L1 in personal situations, such as providing comfort or addressing emotional needs. Students
believe that the use of L1 in these cases creates a warm environment where students feel
understood and supported. This finding suggests that mentors strategically use L1 during specific
lesson phases to facilitate communication and create a supportive classroom atmosphere.

PTS13: “.. .after finishing some activities our mentor just starts to speak in Turkish. She talks about
general topics about the class, students, their quizzes, their homeworks, their plans or their
problems. She makes her lesson like it is a Turkish guidance lesson”.

One of the pre-service teachers gave a striking example of how the mentor teacher used L1 to
satisfy a student’s emotional need and manage the classroom.

PTS5: “...L1 is often used by the teacher to show her anger towards an unwanted behavior in the
classroom. She warns in L2 at first, but if the unwanted behavior still continues, she switches to L1
to show seriousness. I would say that our teacher switches to L1 whenever there’s a personal issue
with the students. This could also be responding to a student’s emotional need. There was a case
that the student was upset because she did her presentation poorly and some students laughed at
her. The teacher immediately switched to L1 and comforted her. I think speaking L1 in those
personal situations is effective because it makes the moment more intimate.”

Lastly, five of the pre-service teachers reported that their mentors did not use L1 in the lessons
they observed at all. They appreciated their mentors” stance against L1 use and they reported that
they had a chance to observe L2-only approach for all classroom dynamics.

Overall, the data reveals varying perspectives on the effectiveness of mentors' L1 use. While
some students appreciate L1 use in certain contexts to enhance understanding and support
emotional needs, others emphasize the importance of minimizing L1 use to foster language
immersion and target language proficiency. They argue that excessive L1 use can hinder language
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immersion and discourage students from actively using the target language. These students
believe that minimizing L1 use, even during grammar lessons, can encourage students to engage
more with the target language and improve their language skills. These findings highlight the
need for a balanced approach that takes into account the specific learning goals, individual
student needs, and the overall language immersion environment.

3.3. The Pre-service Teachers’ Evaluation on Mentors’ L1 Use: How do they evaluate the L1
proficiency of their mentors in language instruction?

When the pre-service teachers’ reflections on the effectiveness of mentors” L1 use were examined,

it was seen that most of the pre-service teachers (f = 28) appreciated the mentors when L1 was

used for contextual purposes and for clarification and comprehension. They realized that many

mentor teachers used L1 as the last resort. Particularly, for complex grammar topics and abstract

vocabulary, L1 explanation was the best solution for the pre-service teachers as well. For instance:
PTS29: “I believe my mentor’s use of L1 is always on point. She always uses as a last resort and the
students are get used to her using the target language first when there is an unknown word that has
to be guessed. They try to guess its meaning first with using the words meaning. If they can’t
understand, they the teacher uses L1. I think this way of using L1 is effective. The definitions are not
served on a silver plate for students. Instead, they are trying hard to get the meaning from their
teacher.”

Additionally, for clarification and comprehension purposes, not intensive but limited L1 use
was appreciated by the pre-service teachers. One of the pre-service teachers exemplified the case
in detail:

PTS 33: “For example; Our mentor teacher was giving instructions about writing a dialogue.
(Expressing Likes/Dislikes - Making Suggestions) The mentor teacher explained the instruction on
how to write the dialogue, but realized that the students did not understand. This time she
explained the same instruction using simpler and with hand gestures. But when she realized that
some students still did not understand what to do, she spoke L1 for a moment and continued to
explain the rest of the instruction in L2 again.”

In contrast to positive evaluations of mentors’ L1 use, there were some pre-service teachers
(f = 14) who criticized their mentors” L1 use, especially overuse of L1 in the language classrooms.
They named such L1 use as waste of time and a kind of short-cuts.

PTS3: “She mostly use L1 while explaining the rules, tenses, forms and the examples to the students.
She thinks that it is more relatable and clearer for students to use L1 while teaching grammar. In the
first weeks, she always explained herself to us like “Now, I need to use L1 for my students to make
it clearer.”

PTS17: “...my mentor directly uses L1 for a long time (as long as the chat goes) to catch up with the
students. Half of the times she does error correction, she uses L1. Sometimes she describes meanings
of the words in L1 too. Use of L1 during chatting in the lesson is just a wasted time for me. Because
that time can be used to reinforce their receptive and productive skills by exposing them to L2.”

The findings showed that the pre-service teachers evaluated their mentors” L1 use in terms of
students” needs, classroom dynamics and teaching learning process.

The reflections indicated that the pre-service teachers evaluated the effectiveness of L1 use in
terms of gain and loss dynamics. For instance, some pre-service teachers (f = 3) reported that
their mentors used L1 mostly in social chat. Although they accepted that such interaction in L1 is
important to build a rapport with students, extending and overusing such L1 chatting were
evaluated as a missed opportunity. Some pre-service teachers suggested more fun or ice-breaking
activities in L2 would work better and contribute more students’ language acquisition. Thus,
mentors” overuse of L1 use in social chats and interactions was evaluated as a kind of loss. On the
contrary, many pre-service teachers (f = 15) appreciated their mentors” L1 use while giving
instructions. They emphasized that rather than giving instructions in L1, the use of L1 to a limited
extent, few words or phrases, is essential especially when the students are confused and they
considered that their mentors managed such limited but effective L1 use in instructions. For the
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pre-service teachers, it is crucial to apply the tasks effectively and make them work smoothly, for
this, the students should understand what to do for the tasks. Giving instructions in L2 is mostly
challenging for many pre-service teachers and they reported their difficulty in this issue. When
they observed L1 use could solve this problem and more and even all students participated when
they got L1 instruction, they appreciated the effectiveness of L1 use.

The teaching reflections also showed how many pre-service teachers put this observed point in
practice. Many pre-service teachers (f = 17) admitted that they started to use L1 in giving
instruction towards the end of practicum in spite of no-L1 policy but for the sake of effective tasks
and teaching-learning process. Thus, it could be stated that many pre-service teachers had
mentoring of L1 use in giving instructions during practicum observing their mentors. As they
observed and realized how L1 could settle task confusions, they used it.

Another notable finding is that the pre-service teachers tended to use L1 for classroom
management more throughout the practicum. While at the beginning of practicum, they were
idealistic to use L2 all the time, as a result of mentor observations and their own experience, they
realized that students reacted more and faster when they had L1 warnings. One of the pre-service
teachers, PTS23, explained this as “I did my best but they did not listen to me at all. Whenever I
warned them in L1 they kept silent and studied....In fact, my mentor did so. The silence is
important, you know...”

In the same way, another pre-service teacher explained how their observations of mentor could
change their beliefs in L1 use especially for classroom management.

S5: “At first, I was so against L1 use. They are high school students and their English levels are
good. I tried to manage the class all the time in English. I thought I was good. Yet, my classes are all
the time in chaos and noisy. My mentor could make them silent when she warned them in Turkish
but they don't listen to my English warns. So I tried Turkish and it worked. I taught in English but I
warned in Turkish.”

PTS14: “I would use the L1 just as in the situations my mentor chooses to use. When coming across
abstract words, or words that don’t have an equivalent in our language, then I would use L1. In
addition, I believe sometimes the students can’t understand grammar points when speaking
English, and they don’t ask questions because they fear we as teachers will answer their questions
again in English.”

As these quotations reveal the pre-service teachers have opinions and beliefs scaffolded with
their theoretical backgrounds, yet the mentoring process, observation of mentors are very
important to put all these in practice. That is, they do what they see as effective and useful. In
addition, they mentors are seen as authorities and they tend to follow the footsteps of the
authority. One of the pre-service teachers, PTS7, clearly explained this as “If I were allowed to use
L1 in class, I think I would use it when the mentor teacher had to use L1.”

The findings showed that the pre-service teachers were critical in their evaluations and they
considered many factors while deciding on the effectiveness of L1 use. For mentoring process, not
only mentors’ feedback but also their practices in actual classrooms are very important to reshape
the pre-service teachers” beliefs and implementations, considering L1 use as in the scope of this
study.

4. Discussion

The provided findings explore pre-service teachers' opinions about the use of the first language
(L1) in language classrooms and how their mentor teachers influence these opinions and practices.
The study utilized qualitative analysis, including pre-service teachers' reflections, observations of
mentor teachers' practices, and evaluations of L1 use.

The findings indicated a range of perspectives on L1 use among pre-service teachers. Most of
them prioritized immersive L2 learning and advocate for minimal or no use of L1, relying on
English, body language, and visual aids. Others recognized the potential benefits of selective L1
use, particularly for comparative learning, motivation, and clarifying instructions. Some pre-
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service teachers expressed dissatisfaction with the limited opportunity to use L1 and believed that
its use could facilitate student expression, problem-solving, and motivation.

The qualitative analysis revealed three major themes regarding pre-service teachers' opinions
of L1 use: positive, moderate, and negative. Under the positive theme, some pre-service teachers
support the idea of using L1 in language classrooms, emphasizing that students understand better
and interact more in their native language. As Huang (2006) and Sharma (2006) emphasized
students started and insisted on L1 use in language classroom. Students” such tendency might
cause the pre-service teachers to use L1 in order to build rapport and manage teaching and
learning processes. To reach students is mostly more important for the pre-service teachers than
any pedagogical principles. They want to be accepted and obeyed and L1 is sometimes the best
and most effective tool for some pre-service teachers.

On the contrary, most of the pre-service teachers favored L2 only approach to provide effective
input exposure and trigger language acquisition (Krashen, 1981). They believed in the
effectiveness of L2 for language acquisition and teaching principles. As Lee (2016) explained the
pre-service teachers tend to use L1 less than in-service teachers. The reasons underlying such
attitude might be their fresh theoretical knowledge of teacher education, methodology and the
requirements of the practicum. As some pre-service teachers mentioned that they did not use L1
due to practicum restrictions. In the practicum course, strict L2 only policy is applied thus the pre-
service teacher cannot use L1 in their teaching practice. Some pre-service teachers admitted that
they would use L1 if it was allowed.

In spite of any restrictions on L1 use, there are some pre-service teachers who were moderate to
use L1 in some cases. They acknowledged the benefits of using both languages in certain
situations, such as explaining abstract concepts or clarifying challenging vocabulary and
grammar, giving instructions. Thus, they reported that they used L1 if necessary. Hall and Cook
(2013) explained such attitude as pragmatic. The pre-service teachers tend to evaluate the
situations and choose the best option considering profit and loss. Such an approach was also
observed in the pre-service teachers’ mentor evaluations. They evaluated the effectiveness of
mentors’ L1 use whether it a missed opportunity, waste or time or facilitating and time saving
strategy or not.

Regarding mentor teachers' L1 use, it was seen that most of the mentor teachers used L1 in
language classrooms. As the pre-service teachers mentioned that they did not have a strict L2
approach. Similar findings in different contexts also showed that language teachers tend to have a
kind of positive attitude to use L1 in times of need (Kicir & Mahmutoglu, 2013; Sarandi, 2013). The
main concern of the teachers is to ensure comprehension and facilitate learning (Inal & Turhanli,
2019). The findings of this study indicated the cases when the mentor teachers find L1 use
necessary. Mentor teachers were observed using L1 in contextual situations such as grammar and
vocabulary explanations, providing instructions, testing, and classroom management. They also
used L1 for clarification and comprehension purposes, error correction, and eliciting responses.
Thus, the mentor teachers were observed that they used L1 in case of confusion or urgent
clarification as Manara (2007) stated L1 was seen as a kind of emergency tool. Moreover, mentor
teachers used L1 for interaction with students, building rapport, and social-chat during specific
lesson phases.

Pre-service teachers generally appreciated their mentors' use of L1 when it was contextually
appropriate or used for clarification and comprehension purposes. They valued mentors' ability to
switch to L1 as a last resort when students struggled to understand complex concepts. Some pre-
service teachers also acknowledged the benefits of limited L1 use for interaction and addressing
students' emotional needs. However, there were pre-service teachers who observed mentors who
did not use L1 at all, appreciating their commitment to an L2-only approach.

Overall, the findings highlight the need for a kind of hybrid approach to L1 use in language
classrooms. While some pre-service teachers prioritize immersive L2 learning, others recognize
the potential benefits of selective L1 use in specific situations. Similar to Canagarajah (2007) and
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Nation (2003), the pre-service teachers in the study used and appreciated the balanced use of L1
and L2 in language teaching. Their opinions and practices were found to be influenced by their
mentors’ practices. They reported to practice L1 use as their mentors did in the lessons,
particularly for contextual purposes and clarification/comprehension. However, the importance
of considering specific learning goals, individual student needs, and the overall language
immersion environment is emphasized.

In line with overall results of the study, Hassane (2023) summarized that the question of
whether L1 usage should be prohibited or allowed in L2 courses is an ongoing controversy. The
points made by both sides are reasonable and relevant. However, there will always be common
ground upon which the parties may agree. Proponents of L1 usage in L2 courses will keep
arguing for it and defining the parameters under which it can be used. They advocate for just the
most efficient usage of the first language. the use of L1 cannot be avoided whether by teachers or
learner.

5. Implications

Within the framework of these conclusions, some in-class and research implementations could be
suggested. Firstly, to encourage pre-service teachers to engage in regular reflective teaching
practice they could be asked reflect on their instructional decisions, the use of L1 and L2, and the
impact on student learning after each language lesson. Discussion sessions could be implemented
on the scenarios that illustrate various situations where mentors effectively used L1 for classroom
management Moreover, role-playing tasks simulating the different classroom management
scenarios could be used and pre-service teachers can take turns being the teacher and practice
using L1 for effective classroom management while maintaining a supportive language learning
environment.

As the findings of the study highlighted, the mentors” practices and decisions are valuable to
shape pre-service teachers’ practices, Furthermore, pre-service teachers could observe experienced
language teachers who effectively use L1. After the observations, group discussions where pre-
service teachers can share their observations and reflections on the use of L1 in different
instructional contexts could be organized. The peer feedback can be integrated into the process of
L1 use, during practicum, peers could give feedback about their L1 use and develop the
implementations.

The advantages of specific L1 use in the language classroom should be incorporated into
teacher development programs. This integration aims to dispel misconceptions surrounding the
negative impact of L1 use and facilitate teachers' comprehension of the L1's role as a pedagogical
tool. Simultaneously, it seeks to foster the provision of high-quality exposure to and utilization of
the target language (L2) within the classroom setting.

This study was limited on the pre-service teachers’ observation reports, to involve the pre-
service teachers within the process more action research designs can be designed by the pre-
service teachers on the impact of L1 use in language classrooms. This could involve gathering data
from their own teaching experiences or conducting interviews and surveys with other language
teachers and students. In addition to such micro projects, the pre-service teachers and mentors’
views about L1 use could be searched from a broader scale considering different variables such as
student profiles, school missions, purposes.

Furthermore, to investigate the long-term effects of pre-service teachers” L1 use mentoring, the
longitudinal studies with the pre-service teachers during their professions could be conducted. So
that the question whether mentoring L1 use has the effects on the pre-service teachers professional
teaching practices or not could be answered.

In addition to the observation reports, the further studies could be carried out with focus-group
interviews on the recorded classes for the ensure data triangulation. Different education levels,
years of experience and different students” needs could be considered as variables for the further
studies.
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These implementations allow future teachers to further examine and develop their opinions
regarding the usage of L1s in language instruction. They will be more capable of balancing L1 and
L2 use, fostering a positive learning environment, and managing their future language classrooms
and research successfully.

6. Conclusion

In conclusion, the analysis of pre-service teachers' reflections on mentors' use of L1 in the
language classroom revealed valuable insights into their opinions and beliefs about L1 use. While
some pre-service teachers initially expressed a preference for minimal or no use of L1 to promote
immersive L2 learning, their observations of mentors' successful L1 use for classroom
management purposes led them to reconsider their beliefs.

The findings suggest that pre-service teachers recognized the effectiveness of using L1 for
classroom management, particularly when students were more responsive and attentive to L1
warnings. This realization challenged their initial idealistic approach of using L2 exclusively and
highlighted the importance of finding a balance between L1 and L2 use. By observing their
mentors' successful L1 warnings, pre-service teachers acknowledged that L1 can be a valuable tool
for establishing discipline, creating a silent learning environment, and managing student
behavior.

These reflections demonstrate the significance of mentors' practices in shaping pre-service
teachers' beliefs and influencing their instructional decisions. Pre-service teachers were open to
adapting their approaches based on the observed effectiveness of L1 use in specific contexts, such
as classroom management. This flexibility suggests that pre-service teachers are receptive to
evidence-based practices and are willing to modify their beliefs to better meet the needs of their
students.

However, it is important to note that pre-service teachers' reflections primarily focused on the
use of L1 for classroom management purposes, and there may be additional factors and
considerations regarding L1 use for instructional purposes. Further research and exploration of
pre-service teachers' reflections on the instructional use of L1 would provide a more
comprehensive understanding of their beliefs and practices.

Overall, the analysis highlights the importance of pre-service teachers' reflections on mentors'
use of L1 and their willingness to adapt their beliefs and instructional approaches based on
observed effectiveness. By striking a balance between L1 and L2 use and considering the specific
needs and characteristics of their students, pre-service teachers can create a supportive and
effective language learning environment that promotes both L2 acquisition and classroom
management.
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