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Abstract.
This study scrutinizes learners’ perception of the bilingual (Indonesian-English)
approach in an English language classroom at an Indonesian EFL tertiary setting. In
particular, this study examines learners’ attitudes and beliefs about first language (L1)
use in the second language (L2) classroom and the functions or purposes of L1 use
in the English classroom. This study employed a survey design. One hundred and
ten university learners enrolled in English major (n=110) participated in this study. The
data were collected through a questionnaire adopted from Hall and Cook (2013) and
analyzed statistically. The result of this study revealed that the bilingual approach
(L1-L2 use) was more favorable as perceived by Indonesian EFL learners, and the use
of L1 in the L2 classroom in various degrees of context or purposes was preferred. This
study also showed the need for a gradual shift from L1 to L2 use along with learners’
English proficiency progress. The theoretical and practical implications of this study
are discussed.
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1. INTRODUCTION

The issue of English-only or monolingual and bilingual approach in language learning
has attracted many extensive studies and many educators, particularly around the
unresolved issues about which one is preferable between English-only or monolingual
and bilingual approach that best benefits the second language (L2) learners, starting
from primary education to tertiary education levels (Almoayidi, 2018; Alshehri, 2017;
Auerbach, 1993; Hidayati, 2012; Macaro, 2009, 2020; Manara, 2007; Pan & Pan, 2017).
Studies about English language teaching and learning have centered on two strands of
research regarding the debate between the monolingual and bilingual approaches. The
monolingual approach mostly centers on the ideology of monolingualism and put much
attention originally on the role of native speakers in second language learning and
teaching, undervaluing non-native English-speaking teachers ( Johnson & Swain, 1994).
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English-only mandate declares that second language (L2) learning should exclude the
first language (L1) as it will bother the development of L2 learning. MacDonald (1993)
argues that there is no need for L2 teachers to use L1 to resolve any difficulty in L2
since it could hinder L2 progression. Meanwhile, the bilingual approach advocates
the need for L1 to facilitate the L2 acquisition and development while maintaining
language and cultural identity and ideology (Ishino, 2022; Fang & Liu, 2020; Sundari &
Febriayanti, 2021; Wong & Tian, 2022). Some scholars like Cook (2001) argue against
monolingualism in the context of the communicative approach (monolingual violates
principles of the communicative approach) where classroom interaction should reflect
communication outside the classroom, and that the monolingual approach is hardly
found outside the classroom, especially where English becomes a foreign language
(Romaine, 1995).

The growing attention on bilingualism and multilingualism which has attracted many
scholars in language studies has challenged the monolingual ideology in language
teaching. Language teaching should value bilingual or multilingual individuals to use
their full linguistic repertoires or resources in learning another language (popularly
known as translanguaging). Thus, L2 learning is argued to maintain, sustain and expand
bilingual or multilingual competence. It is suggested that both L1 and L2 could be
productively used in the classroom to critically reflect upon learners’ perspectives and
experiences with language, culture, and identity. It is argued that the two languages
interacted with each other in their development (Van Hell & Dijkstra, 2002). Studies
show that English learners are commonly not in favor of monolingual instruction (Macaro
& Lee, 2013; Rolin-Ianziti & Varshney, 2008). From the teachers’ perspective, Chung
(2013) demonstrated that English teachers at the primary level in Korea generally did
not like the English -only approach, and Lee and Lee (2011) found that English only may
be suitable for advanced learners. It may be that monolingual and bilingual approach
preferences may be affected by the learners’ proficiency levels.

Studies about the role of L1 use in the L2 classroom in many contexts reveal many
benefits of L1 for reinforcing content learning in Taiwan school setting (Kao, 2022),
developing English writing skills in Spanish (Escamilla, Butvilofsky, & Hopewell, 2018),
negotiating identities in South Korean school and university context, (Choi, 2020; Choi,
2021; Yang & Jang, 2020), and supporting cross-linguistic transfer (Wong & Tian, 2022),
that one language did not delay the development of another language development.
It is suggested that both L1 and L2 could be productively used in the classroom to
critically reflect upon learners’ perspectives and experiences with language, culture,
and identity. In Japan, learners even requested to use L1 in the L2 classroom to
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complete the task given (Ishino, 2022). Fang and Liu (2020) explores stakeholders’
view on the use of an English-only or bilingual approach (translanguaging) at a Chinese
university revealing that translanguaging is useful for higher proficiency groups, and
for lower proficiency groups, the use of English-only instruction has sometimes made
learning process less meaningful. In addition, Islam (2013) explores the implementation
of English instruction at the Bangladesh university level involving 37 undergraduate
learners revealing that majority of learners faced problems in English-only instruction
because they lack vocabulary and have a low level of proficiency so they found it
easier to understand the course in L1 or Bangla, or Bangla is preferable because it
helps to understand the content of the subject. Aeurbach (1993) examines English-only
classrooms in ESL context revealing that L1 and/or bilingual choice are not only effective
but also important for adult ESL learners at all levels, particularly for those with limited
L1 literacy.

Theoretically, according to sociocultural theory (Vygotsky, 1978) learners are situated
in certain social and cultural contexts, and that learning takes place through social
interaction. Bringing to L2 learning, learning development occurs on two different levels:
social level or between people (interpsychological) and individual level (intrapsycholog-
ical). Thus, learning L2 should be based on social interaction. In the context of English as
a foreign language like in Indonesia, English-only or bilingual interaction has still been
the debate about which best facilitates the L2 learning process and development. In this
construct, translanguaging defined as the flexibility to use another language other than
the target language, such as L1, is an essential phenomenon for the development of L2
as it is useful for metatalk, metacognition, and whispered private speech (Kibler, 2010),
and that during cooperative tasks, for instance, translanguaging has been facilitative
in completing the task and attending to vocabulary and grammar (Swain & Lapkin,
2000). In addition to the sociocultural perspective, the use of L1 for limited use and
L2 for maximum use can be seen from a cognitive point of view regarding the input
processing regarding information processing where language learners would not be
able to process information which is too difficult (Krashen, 1985; Krashen & Terrell, 1988;
VanPatten, 1996) and cross-linguistic transfer (Cummin, 2007, 2008) in which the idea
that L1 knowledge can transfer to L2 knowledge to some extent, and that L1 knowledge
is to some extent needed to process the L2 information (Macaro, 2001, 2009, 2020;
Macdonald 1993).

The phenomenon of shifting fromone language to another as known as translanguag-
ing has been a common phenomenon in L2 classrooms, particularly for pedagogical
functions. The term ‘translanguaging’ was proposed by CenWilliam to refer to a practice
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of changing purposely the language of input and the language of output (2002, cited
in García & Wei, 2014), the use of one language to reinforce the other language to
increase understanding and to enhance the learners’ activity in both languages. It is
substantially a pedagogic theory that includes learners learning two languages through
a process of deep cognitive bilingual engagement. Studies exploring the role of L1 in
the L2 classroom in an Indonesian context showed inconclusive results, particularly
regarding learners’ perspectives (Hidayati, 2012; Manara, 2007; Sundari & Febriayanti,
2021). For instance, Manara (2007) explored nine non-native English teachers from three
universities in Central Java, Indonesia to determine the perceptions and purposes of
the use of L1 in their classrooms, revealing that both teachers and learners agreed that
English use should be used to the most maximum level although L1 use is still permitted
for pedagogical purposes dependent upon, for instance, learners’ level of proficiency.
Examining learners’ beliefs is essential in this respect since Learners’ English learn-
ing beliefs have been found to contribute to academic success (Mulualem, Mulu, &
Gebremeskal, 2022). How Indonesian EFL learners perceived the use of languages
other than English in English classrooms has not yet been much explored. Research to
date has largely focused on teachers’ perspectives on the role of L1 in the L2 classroom
but has not much dealt with learners’ point of view, particularly involving the role
of proficiency levels in the monolingual or bilingual perspectives under any kind of
theoretical framework. This study aims to examine learners’ beliefs about monolingual
and bilingual approaches for Indonesian EFL university learners across and between
proficiency levels. This study is useful to provide teachers or language educators about
the language method in the English classroom.

This paper aims at examining the learners’ belief about the use of L1 in the L2
classroom across and between proficiency levels and also scrutinizes the functions
or purpose of L1 use in L2 learning. This study is worth conducting as it could raise
awareness among EFL teachers, learners, policymakers, and curriculumdesigners about
the role of L1 in L2 learning.

2. METHOD

This study sheds light on the role of L1 in L2 classrooms in an Indonesian setting. This
is a quantitative method study (Creswell, 2014) using a survey. Quantitative data were
derived from a questionnaire consisting of ten Likert-scale items distributed to learners
(adopted from Hall & Cook, 2013). The questions explored learners’ beliefs about L1
use in the L2 classroom and also their reasons (or functions) for using L1 in L2 learning.
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The study was conducted in one Indonesian university involving second and third-year
learners (n=110) from an English study program. Data collection was elicited through five
Likert-type scale questionnaires. The questionnaire contained two clusters; statements
about beliefs about L1 use in L2 learning and classroom (options from strongly disagree
to strongly agree) and L1 use and reason in L2 learning (options from never to always).
Statements about learners’ beliefs were containing 4 items, involving the extent to which
learners agree that L1 should be excluded from the L2 classroom, English should be
the main language used in the classroom, the extent to which learners permit the use
of L1 in the L2 classroom, and the motivation of L1 use by learners as to express cultural
and linguistic identity. Meanwhile, items exploring functions or reasons for L1 use in L2
learning cover 6 items for learners. Such seven items comprise the functions of using L1
to use bilingual dictionaries or word lists, compare English grammar to the grammar of
their own language, watch English-language TV/video with L1 subtitles, do translation
activities, and prepare for tasks and activities in their L1 before switching to English.

Participants voluntarily participated in this study (convenient sampling), and no cred-
its were given to participants in this study. Data collected from questionnaires were
analyzed using SPSS.22, a statistical software that includes descriptive and frequency
(percentage) analysis in answering research questions in this study. Since the item
responses focused more on whether the participants agreed or disagree with cluster 1
(beliefs or perception statements), this study did not report the response for ‘either agree
or disagree since the responses did not much provide insight into their unclear positions
in the perceptions of the use of L1 in the L2 teaching and learning. An Independent t-test
was tabulated for comparing mean differences between responses between proficiency
levels.

3. FINDINGS AND DISCUSSION

This study examines two main issues dealing with the learners’ beliefs about the use of
L1 in the L2 classroom across and between proficiency levels and the functions of using
L1 in L2 classroom in an Indonesian EFL university context as elicited from five likert-
type scale questionnaire. The questionnaires consist of two sections: the first sections
elicited learners’ beliefs in the role of L1 in L2 teaching and learning, and the second was
assessing learners’s reason of using L1 in the L2 teaching and learning. The instruments
had a Chronbach’s alpha of .70 indicating the instrument had strong reliability in tapping
information from the participants about the role of L1 in the L2 classroom.
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3.1. Findings

3.1.1. The Learners' Perception about the Use of L1 in the L2 Classroom

In order to uncover the beliefs or perceptions of the L2 English learners about the
use of L1 in L2 teaching and learning, descriptive statistics were calculated to present
means and standard deviation for each item from the 5-point Likert-scale questionnaires
(strongly disagree, disagree, neither agree nor disagree, agree, strongly agree), and
also frequency scores for frequency as indexed by percentage for each item (Table 1).
A total 110 learners completed the questionnaire. The questionnaire includes beliefs
or perceptions toward the use of L1 in L2 English classrooms in terms of monolingual
(English only) or bilingual approach (English-Indonesia) and the degree to which L1 is
permitted to be used for certain points for pedagogical consideration and the motivation
to use L1.

Table 1: Learners’ Perception of the Use of L1 in the L2 Classroom.

No Statement 1 2 3 4 5 Mean SD

1 I believe the teacher should
exclude L1 use

6% 23% 41% 20% 10% 3.07 .79

2 I believe the teacher should allow
L1 use only at certain points in the
lesson

0% 3% 6% 61% 30% 4.18 .66

3 English should be the main lan-
guage used in the classroom

0% 2% 16% 42% 40% 4.21 .77

4 L1 use helps me express my cultural
and linguistic identity more easily

0% 7% 26% 47% 18% 3.77 .83

The table above demonstrated that most participants (82%) agreed that English
should be put into maximum position in which English exposure and use should be
the dominant language in the classroom (M=4.21, SD=.77). In regard to the perception
of whether they support monolingual approach or English only policy in the classroom
by excluding L1 in the L2 classroom, the learners displayed moderate position (M=3.07),
where 30% learners agreed with the statement for implementing the monolingual
approach in the classroom. 91% of learners in this context to some degree preferred
a more bilingual approach or co-lingual approach in the L2 classroom where L1 use
is allowed for pedagogical consideration (M=4.18, SD=.66). The nature of bilingual
preference in English learning was motivated by the condition that L1 use facilitated
learners to express their linguistic background knowledge and cultural identity in the L2
classroom (65%). In addition, dealing with the motivation of using L1 in the L2 classroom
learners admitted that the use of L1 in the L2 classroom was not merely due to the
need to express cultural and linguistic identity, suggesting many other factors existed
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the reason for the use of L1 by learners in Indonesia. In sum, this evidence seems to
indicate the learners’ expectation that teachers provide more English exposure in their
L2 learning. Since this study did not conduct an interview for data collection, it was
quite challenging to define and clarify the reasons for learners’ responses.

In sum, this study found that learners prefer a co-lingual or bilingual approach in the
L2 classroom assuming more benefits of L1 use in the L2 learning in the classroom. In
addition, the use of L1 in the L2 classroom is allowed to some degree for pedagogical
reasons. This study also revealed different motivations for using L1 for learners in which
teachers’ use of L1 was more for cultural and linguistic cultural and linguistic reasons.

3.1.2. Learners' Perception of L1 Use in the L2 Classroom by L2 Profi-
ciency Levels

In addition to the first finding, this study was also interested in examining the degree
to which learners’ L2 proficiency contributes to the different beliefs about L1 use in L2
instruction. This is important to assess since previous studies did not explore the role
of learners’ proficiency in the perception of L1 use in the L2 classroom. Learners’ profi-
ciency grouping was based on collected self-rating L2 proficiency data from learners or
participants of this study involving a 1 to 5 English general proficiency scale. Learners’
proficiency scale >4 was classified as a higher proficiency group (n=43) and learners’
proficiency scale below <3 was regarded as a lower proficiency group (n=67).

Table 2: Learners’ Perception on the Use of L1 in the L2 Classroom by Proficiency Group.

Item Statement Low (n=67) High (n=43)

Mean SD Mean SD

1 I believe the teacher should exclude L1 use 2.90 1.07 3.32 .94

2 I believe the teacher should allow L1 use only
at certain points in the lesson

4.25 .63 4.07 .70

3 English should be the main language used in
the classroom

4.16 .79 4.30 .74

4 L1 use helps me express my cultural and
linguistic identity more easily

3.81 .89 3.69 .74

The issue of monolingual or bilingual approach in L2 classroom can be seen from two
items (I believe the teacher should exclude L1 use & English should be themain language
used in the classroom). Regarding the perception of the monolingual approach where
L1 use should be excluded from L2 classroom, the mean response for high proficient
learners was 3.32 (SD=.94), while low proficient learners displayed a mean response of
2.90, a lower value than low proficient learners indicating that high proficient learners
showed a higher agreement toward monolingual approach in the L2 classroom. Mean
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differences were statistically significant at p=. 041 as computed by independent t-test.
In more detail, low proficient learners showed 23% agreement with this statement along
with 39% of neutrality perception and 38% of disagreement with the statement, while
more proficient learners showed 40% agreement about the monolingual approach,
with 44% displaying neutrality for the statement and 16% of showing disagreement
for monolingual approach. Aligned with this finding, low proficient learners showed
more preference for English teachers to allow the use of L1 in the L2 classroom (see
item 2). This study revealed that the higher proficiency group preferred the monolingual
approach in the L2 classroom instead of the co-lingual or bilingual approach suggesting
the need for the use of L1 in L2 learning. In this regard, the lower proficiency group
expected more of a bilingual approach through the presence of English only in the L2
classroom.

Meanwhile, the perception toward the statement that “English should be the main
language used in the classroom” low proficient learners demonstrated 39% agreement
toward the statement (40% of neutrality), while more proficient learners showed 45% of
agreement, 44% of neutrality, suggesting that English use in the L2 classroom is highly
likely preferable for L2 development. Confirming earlier findings for overall participants,
this study also found that the motivation for using L1 in the L2 classroom was not
dominant due to cultural and linguistic identity (see Tables 1 and 2). Other factors
contribute to the use of L1 in L2 learning. Thus, higher proficiency groups preferred
the monolingual approach while lower proficiency groups preferred to have a more
co-lingual or bilingual approach in L2 classrooms. In addition, both higher and lower
proficiency groups showed the same beliefs and perceptions that the co-lingual or
bilingual approach was preferable in an Indonesian context.

3.1.3. Functions or Purposes of L1 Use in L2 Learning

The last purpose of this study was to examine the functions or purposes of L1 use
in the L2 learning setting by learners in Indonesian higher education. Descriptive and
frequency information can be depicted in Table 3 below.

There were several purposes of L1 use in the L2 classroom by Indonesian learners,
such as for using bilingual dictionaries or word lists, comparing English grammar to the
L1 grammar, watching English language TV or video with L1 subtitles, doing translation
activities or doing written translation exercises, and preparing for tasks and activities
in L1 before switching to English. This study revealed that in general learners were
more likely to use L1 for checking out the meaning of L2, M=55, SD=.79, followed by
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Table 3: Functions of the Use of L1 in the L2 Classroom by Learners.

Item Statement 1 2 3 4 5 Mean SD

1 I use bilingual dictionaries or
word list

0 9% 36% 45% 10% 3.55 .79

2 I compare English grammar to the
grammar of their own language

3.6% 26% 40% 26% 4% 3.02 .92

3 I watch English-language TV/
video with L1 subtitles

1% 21% 28% 25% 25% 3.50 1.11

4 I do translation activities 1% 12% 31% 46% 10% 3.51 .87

5 I do write translation exercises 2% 20% 46% 27% 5% 3.09 .85

6 I prepare for tasks and activities
in their L1 before switching to
English

16% 29% 35% 13% 7% 2.68 1.11

translation activities in learning the target language (M=3.51, SD=.87), comprehending
English-language TV/video (M=3.50, SD=1.11), doing written-based translation exercise
(M=3.09, SD=.85), comparing the L1 grammar with L1 (M=3.02, SD.92). The least favorable
function of L1 use was doing any L2 tasks in the L1 prior to switching it to the L2 (M=2.68,
SD=1.11).

Therefore, the function of L1 used by learners is likely to assist them to prepare to
learn the L2. Learners used the L1 functionally to prepare to learn new vocabulary, do
translation activities, compare L2 grammar to L1 grammar, and complete the L2 tasks
and activities using L1 prior to switching to L2.

3.2. Discussion

The key findings of this study are that generally, learners support the co-lingual or
bilingual approach in L2 teaching and learning. The learners believe that the use of
L1 is beneficial in facilitating their own L2 learning. The use of L1 should be allowed
in particular contexts for pedagogical considerations as some learning points can be
easily understood by using L1, for example for cultural view difference explanation.
However, the use of L1 should be restricted as English is perceived to be the main
language used in the L2 classroom. They believe that more L2 exposure is helpful in
developing their L2 competence. The learners’ motivation in using L1 is derived from
non-linguistic and cultural identity factors. These findings confirm previous studies, such
as the one observed in the Korean context which was found about the role of L1 in L2
learning development (Kim & Petraki, 2009; Wang, 2019). Duff and Polio’s (1990) study
also demonstrated how learners were satisfied with the use of L1 by their teachers
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albeit its proportion of L1 use was very high, indicating that L1 use facilitates L2 learning
process and L2 proficiency development.

This study demonstrated that 91% of learners agreed with the co-lingual or bilingual
approach in the L2 classroom. This value was similar to Schweers’ (1999) study in the
Spanish context with 90% of learners agreeing with the L1 use in the L2 classroom,
and it is higher than Tang’s (2002) study revealing 70% of learners in China agreed
with bilingual approach and Manara’s (2007) study with 50% in an Indonesian context.
Despite this finding, this study confirms that English or L2 use should be put into a
maximum position where L1 use should be limited and only for pedagogical purposes.
This may suggest that learners are aware of the benefits of using L1 in their L2 learning,
but at the same time, they want to use L2 to the fullest to maximize their L2 development.
It was also found here that learners thought that teachers should allow L1 use for
specific purposes or pedagogical reasons only. The use of L1 use for learners was
much motivated by linguistic or cultural identity factors for facilitating their learning in
the classroom setting or beyond the classroom. This finding implies that teachers should
rethink the monolingual policy in L2 learning (Cummin, 2007; Yang & Jang, 2020).

Looking at the beliefs or perceptions about L1 use in terms of proficiency levels
of learners, both higher and lower proficiency groups showed that support co-lingual
or bilingual approach in L2 classrooms as indexed by the evidence that both groups
found L1 use could facilitate L2 learning. In this regard, this study also confirms that less
proficient learners require L1 use to facilitate themselves in processing the L2 (Macaro,
2001, 2009, 2020; Nation, 2003). In addition, learners who lack metalanguage in the
second language, such aswordmeaning, grammar points, and task explanation in-depth
need L1 use to learn the L2 (Manara, 2007; Storch & Wigglesworth, 2003; Sundari &
Febriyanti, 2021). This study also supports a previous study by Hidayati (2012) regarding
the role of L1 in the L2 for 100 learners surveyed through a questionnaire revealing that L1
use should only be used reasonably for maximizing L2 learning, and its function includes
understanding vocabulary and grammar, comprehension, and complex instruction.

Another finding of this study is that the lower proficiency group preferred the bilin-
gual approach while the higher proficiency group preferred the monolingual approach
(English-only classroom), suggesting that higher proficiency learners are motivated to
use L2 and expected the teachers also use L2most of the time in the classroom as to get
much English exposure. This finding can be interpreted that higher proficiency learners
could express their language or comprehend the L2 without any linguistic issues as
their proficiency level is at an advanced level. This pattern confirms the previous study
about more preference for L1 use by the lower proficiency group by Storch and Aldosari
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(2010) demonstrating that 17% of interaction by the lower proficiency group was held in
L1 and 5% for the high proficiency group.

This study confirms Fang and Liu’s (2020) study regarding the need for limited
translanguaging at a Chinese university for higher proficiency groups, and for lower
proficiency groups, the use of L1 has to be permitted to make their meaning-making
meaningful. Aligned with this, Barahona (2020) reported that most practice for English
teaching in the Chilean EFL tertiary context can be done through translanguanging,
calling for effective integration of L1 in the L2 classroom. However, translanguaging often
brings some barriers like the sense of isolation, for instance, perceived by international
learners who could not speak the local language (English native speakers) (Gallagher,
2020; Hillman, Graham, & Eslami, 2019).

The above findings about learners’ support for the co-lingual or bilingual approach
support previous findings which argue that the bilingual approach was the way to
develop L2 learning and that L2 use should be put in maximum position, allowing L1 use
for fundamental and pedagogical purposes. The transition from high L1 use for the lower
proficiency group and low L1 use for the higher proficient group should be taken into
consideration by an English teacher or education institution so that the L2 learning can
reach maximum outcomes and drive learners to reach a high level of English proficiency.
The L1 use in the L2 context or known as the bilingual approach or translanguaging
approach should be considered a scaffolding technique in L2 development (García
& Wei, 2015). Learners will transition the language differently dependent upon the
different points of the bilingual continuum that they have. Beginner L2 learners will
have a tendency to use the L1 or to trans language as they depend much on their L1 to
complete the task, while more advanced L2 learners tend to use less L1 to complete the
tasks or to make meaning in L2 context (Rolin-Ianziti, & Varshney, 2008; Wang, 2019).

Beside exploring learners’ beliefs about L1 use, this study is also interested in exam-
ining the functions of using L1 in L2 classrooms. This study revealed that in general
learners tended to often use L1 to learn new vocabulary by using bilingual dictionaries
or word lists, do translation activities, compare L2 grammar to L1 grammar, understand or
comprehend English language TV or video, and prepare for L2 tasks and activities using
L1 before switching it to the L2. Some of the findings such as vocabulary and meaning,
and grammar are in line with previous studies. For instance, Storch and Wigglesworth
(2003) through pair work observation found some main functions of L1 use such as
vocabulary, meaning, and grammar. In the Arabic setting, Storch and Aldosari (2010)
found that Saudi Arabia learners’ perception of L1 use reveals five main functions,
such as task management, discussing and generating ideas, grammar deliberation,
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vocabulary deliberation, andmechanic deliberation. Swain and Lapkin (2000) also found
that the use of L1 is facilitative in completing the tasks in the L2 classroom.

In sum, this study revealed that the use of L1 assisted L2 learners in better under-
standing L2 concepts and subjects. This indicates that forcing to apply a monolingual
approach (English-only) to L2 learners who are linguistically not ready will turn out to be
inefficient in the teaching and learning process since learners may not understand or
misunderstand the teachers’ instruction or explanation. Thus, the idea of eliminating L1
from L2 classrooms should be reconsidered for pedagogical purposes in Indonesia.
Both teachers and learners demonstrate similar beliefs that L1 should be used to
facilitate the success of L2 teaching and learning process to reach the objectives or
learning outcomes.

4. CONCLUSION AND RECOMMENDATION

This study revealed that learners support the use of L1 in the L2 classroom (co-lingual
or bilingual approach) to facilitate L2 learning. The use of L1 is required for pedagogical
purposes and some other academic considerations. The need for a maximum input of
L2 exposure and use is observed in this study as it facilitates L2 learners to develop
their L2 proficiency. The proportion of L1 use for the lower proficiency group seems
to be higher than the one for the higher proficiency groups. In this context, language
teachers should have much consideration to avoid overuse of the first language (L1)
in the L2 classroom. The transition needs of L1 use from lower to higher proficiency
group should be taken into account by English teachers and education parties so as
to fully support the development of L2 learning. The practice of bilingual, colingual,
or translanguaging activities in the L2 classroom should be put in a positive context
to scaffold learners’ L2 learning and development. Thus, the participants of this study
had positive attitudes toward the use of L1 in an Indonesian EFL university class. L1 use
mainly functions to learn new vocabulary, grammar patterns, translation activities, and
completing L2 tasks.

Further studies could examine the use of L1 on the basis of subjects learned by
learners. It is assumed here that the level of subject difficulty also plays a role in the
decision of L1 use and the functions to be accommodated in the L2 teaching and
learning process. In addition, further study could assess the different outcomes of the
monolingual approach (English-only classroom) and co-lingual or bilingual approach
condition in the classroom using experimental design or classroom action research in
various education levels in Indonesia.
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