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Introduction
The investigation of the discourse employed in English as a foreign language classroom can help us understand how students’ differential levels of ultimate success take place. Different classes, due to their different facilities, objectives, students, and teachers, have their own interactional architecture (Seedhouse, 2004). A part of this interactional architecture is imposed by external factors (e.g., institute’s policy-makers, supervisors); however, the majority of decisions over the interactions are made within the class and by the instructor. Several options are the disposal of foreign language instructors to choose from to facilitate their learners’ foreign language learning. In monolingual classes, all students have a common mother tongue other than English. Furthermore, the teachers of these classes are native speakers of that language or have the native-like ability to speak this language (Atkinson, 1993). In these classes, students or teachers might switch between the target language and their own native language to get their thoughts and feelings across. This change in the code in which the content is transferred is called code-switching. 
Based on their approaches to define languages, different scholars have provided different names for the change in the language employed speaking. Previous scholars have called this process language shifting (Bullock & Toribio, 2009), code-meshing (Canagarajah, 2011), translanguaging (Creese & Blackledge, 2010), code-mixing (Muysken, 2000), and code-switching (Gumperz, 1982). Different definitions are provided for this change in the employed codes. Bullock and Toribio (2009) have defined code-switching as “the ability on the part of bilinguals to alternate effortlessly between their two languages” (p.1). Garcia (2009, p. 45) extended the concept and defined it as “multiple discursive practices in which bilinguals engage in order to make sense of their bilingual worlds”. The definition put forth by Garcia suggests that EFL students employ code-switching not only for expressing ideas, but also for making sense of the foreign language used in these classes.
In the realm of foreign language class discourse, the issue of code-switching has been an enchanting area of inquiry since the 1980s (Liu, 2010). The investigation of code-switching in foreign language classes can shed light on the way different codes are employed to accomplish the task of communication successfully. Ustunel (2016) argues that the process of code-switching in a common practice in foreign language classes. However, not all scholars have supported the employment of code-switching in foreign language classes.
Some scholars have supported English-only policy, in which it is recommended to employ the target language throughout the class time. The English-only policy is suggested as scholars believe that the use of students’ native language can interfere with the system of the target language (Howatt, 1984). Furthermore, they find this useful since learners’ exposure to English language will be maximized if all utterances are provided in English (Ustunel, 2016). In addition, some teachers ban the use of students’ first language as they find it prestigious to stick to the target language all the time (Butzkamm & Caldwell, 2009). This pressure imposed by policy makers (Littlewood & Yu, 2011) and fellow teachers (Prodromou, 2002) can highly convince foreign language teachers to avoid students’ first language in classes.
However, Cook (2001) has argued that no systematic rationale has been suggested to justify the ban on the use of students’ first language in foreign language classes. Cummins (1981), proposing the interdependency hypothesis, argues that students’ first language can contribute to their acquisition of second language. Thus, to maximize the use of possible tools, the use of first language should not be prohibited in foreign language classes. Several scholars have supported the idea of Cummins by conducting empirical studies and argued that the use of students’ first language can lead to their positive cross-lingual transfer (Swain & Lapkin, 2000), phonological awareness (Durgunoglu, 2002), and meta-linguistic knowledge (Hardin, 2001). The proponents of using students’ first language in foreign language classes proposed a set of ideas which have been collected under the umbrella term of bilingual teaching (Atkinson, 1993; Auerbach, 1993). The bilingual approach to teaching a foreign language presupposes this proposition that students’ foreign language is built upon their first language knowledge and abilities. They believe that the starting point of learning a foreign language is students’ first language (Enama, 2016); thus, it should not be omitted from the foreign language learning story. Vygotsky (1962), too, argued that learning a foreign language is the extension of one’s first language. Harbord (1992) has also stated that translation/transfer is an indispensable part of second language learning. The bilingual approach to teaching finds code-switching an acceptable practice in foreign language teaching classes.
As Ustunel (2016) states, after giving up marginalizing students’ mother tongue in foreign language classes, the questions provided in the literature addressed the issue of how to maximally benefit from code-switching in these classes. From then on, a large number of studies have been conducted to improve the efficiency of students’ first language in foreign language classes. The major lines of research on code-switching are the efficiency of employing code-switching, the amount of first language provided in language classes and the function of first language employed by teachers and students in these classes. In addition to the mixed results of studies on the efficiency of code-switching, which can motivate more studies to help the academic community of practice reach a conclusive picture of the role of code-switching, there are some issues remained unexplored or underexplored, which are attempted to be addressed in this study. 
In the context of the present study, Iran, how to deal with code-switching is still an unanswered issue. Although a minority of teachers let their students employ their mother tongue in English language classes to help their students accomplish a communicative task (e.g., get a message across, raise clarifying question), being under the pressure of social and institutional forces, the majority of teachers prefer to ban the use of students’ mother tongue in English. They do so either to improve their students’ chances of English language practice or protect their image as a successful teacher who provides the best practice (English only policy). However, the practice of the latter group is not compatible with the findings of previous studies which support the use of code-switching for their positive educational effects (Greggio & Gil, 2007; Kim & Elder, 2008; Tien, 2009; Üstünel & Seedhouse, 2005; Weng, 2012). This study attempt to both provide theoretical support for the use of learners’ code-switching in Iranian English language classes and show what factors affect this educational scaffolding tool. To be more specific, the present study acknowledges this assumption that learners’ code-switching can benefit the learners of English as a foreign language. This study aims at investigating different factors affecting the use and quality of learners’ employing code-switching, and their attitudes toward their use of first language in English language classes.
Objectives of the study
The present study aims at investigating both the forms and functions of intermediate learners’ code-switching in English language classes. The investigation of the forms and functions in a single study can help us have a better understanding of the way how forms are employed to accomplish different functions in code-switching. Furthermore, unlike previous studies which investigated the effect of code-switching on learners’ general speaking or writing ability, the present study investigates the effect of code-switching on differential aspects of language performance, which are accuracy, fluency, and complexity. The effects of code-switching on these performance variables can more specifically show whether, and how it can help intermediate foreign language learners. In addition, the effect of task difficulty levels on learners’ quantity and quality of code-switching is another unexplored topic. The investigation of this issue can help us understand how the task demands (e.g., cognitive, linguistic) can impose their effects on students’ choice of language to convey their meanings. Moreover, this study is aimed at uncovering students and teachers’ attitudes toward learners’ code-switching in English language classes.
Research questions and hypotheses
The present study attempt to answer the following research questions:
Research question one: What forms of code-switching are employed by Iranian EFL learners?
Research questions two: What are the functions of learners’ code-switching?
Research questions three: Does code-switching have significant effect on on students’ triad language performance (complexity, accuracy, & fluency) in speaking tasks?
Research question four: Is there any relationship between the speaking task difficulty and learners’ quantity and quality of code-switching?
Research question five: What are Iranian EFL students’ attitude toward code-switching?
Research question six: What are Iranian EFL teachers’ attitude toward code-switching?
Hypotheses number one: There is no significant effect on students’ triad language performance (complexity, accuracy, & fluency) in speaking tasks.
Hypothesis number two: There is no relationship between the speaking task difficulty and learners’ quantity and quality of code-switching.
Significance of the study
The present study is of significance for different reasons. First, this study attempts to contribute to the theoretical knowledge of an scaffolding tool, which has empirical and theoretical support (Greggio & Gil, 2007; Kim & Elder, 2008; Tien, 2009; Ustunel & Seedhouse, 2005; Weng, 2012); however, it is not employed in English language classes widely. This study, unlike, previous studies (Kim & Elder, 2008; Tien, 2009; Ustunel & Seedhouse, 2005; Weng, 2012), which have focused on the effect of code-switching on EFL students’ performance as a whole, aims at investigating the effects on EFL learners’ speaking complexity, fluency, and accuracy. This in-depth analysis can inform the literature how learners’ code-switching might affect foreign language learners’ improvement of speaking complexity, fluency, and accuracy. Furthermore, the majority of previous studies have been conducted in a tertiary education context; however, this study wishes to study this scaffolding tool in private language institutes, where intermediate students have more deficiencies in the lexical, pragmatic, and grammatical knowledge. Furthermore, the study of forms and functions of code-switching can reveal the areas in which their linguistic difficulties motivate them to employ this communication strategy to accomplish their communication task. Moreover, another niche that this study attempts to occupy is investigating the difficulty level of tasks and the quantity and quality of students’ code-switching. This part of this study can inform us about how different task conditions can affect students’ use of this strategy.


Literature review
Studies on code-switching in foreign language classes includes different aspects. Some prior studies have investigated the extent to which students employ their first language in their foreign language classes.  In Canagarajah’s (1995) data, students chose to use Tamil when they needed help of any type. He explains that in certain circumstances it was very useful, because the code switching turned the request into an aside that did not interfere with the activity at hand. In other words, the interaction was in English, and the students asked for help in Tamil and returned to English to continue the interaction that was interrupted to produce the request for help. Some other functions were identified, but they did not overlap between the studies.
Some of the work focusing on the functions of code-switching found other interesting characteristics of code switching. For example, Moore (2002) noted that code switching was not oriented to in the same way by the instructors on all occasions. She found that in her data, when the focus was on communication, the instructors tended to accept the L1 and did not interfere with the students’ talk. On the other hand, when the focus was on form, they made sure to repeat the utterances in the target language and that it was used appropriately thereafter. These different focuses could be seen as two different functions such as communicating ideas and practicing the language. One function makes the use of the L1 acceptable while the other function does not.
Dailey-O’Cain and Liebsher (2009) investigated two German classrooms using conversation analysis methodology. The first class, a higher level content based class was recorded during 11 sessions, and the second class, an intermediate level class was recorded during an entire semester, from September to December. In these data, the researchers found two important types of code-switches: “learning-specific participant-related switches” and “discourse related switches” (p.142). For example, in the middle of an interaction in the target language, a student might look for a word to complete an idea because he or she cannot remember it. As a result, the student produced the word in the first language in order to receive help from the teacher to retrieve it. The student used the preferred language of the teacher by speaking in the target language. However, the student turned to his or her first language to produce the speech that he or she cannot produce in the language before going back to the language preferred by the teacher. Therefore accommodating his/her own language difficulties when switching to the L1. Another example of code switching was when a student switched to the L1 to talk about a language or a grammar issue in the middle of a task in a content-based classroom. The code-switch had the effect of indicating that the ongoing conversation was interrupted to deal with the grammar issue before the conversation could continue with the participants switching back to the code of the conversation. 
Bonacina and Gafaranga (2011) investigated the base language in a French complementary school in Scotland. They recorded one class that met once a week for two hours over a 3-month period. Through their analysis, they found three different patterns: (1) French can be the base code in certain conversations, (2) English can be the base code in other interactions, (3) and an alternation between French and English can be the base code either with different speakers opting for either French or English or as a mixed code where all interlocutors switch between both codes. These base codes are used as the medium of the interactions, and a different code is used for functional purposes as an aside.
In another study, Lehti-Eklund (2012) investigated the use of code-switching in a second language learning context. She investigated Swedish classes in Finland. Her main focus was on how code-switching was used during the repair. In her cross-sectional study, she collected the data of 17 students. The findings of this study learners employed the foreign language for the institutional work and used their own first language for their interactions. She also found that when switching to L1, the students used formulations, question patterns and discourse particles that enabled them to come quickly and effectively to a mutual understanding and resume the institutional work. 
In another study, Horasan (2014) examined English language classes in the Turkish context. She employed observation and questionnaires to collect data. The results of the quantitative and qualitative analysis of the triangulated data showed that students’ use of code-switching was rather high. Teachers’ code-switching was even higher than expected. In terms of initiation patterns, student-initiated code-switching was quite high whereas in terms of sentential levels, inter-sentential level was observed a little more than intra-sentential level. The analysis of discourse functions revealed that both the students and the teachers employed code-switching mostly for meta-language, which is a function used to talk about grammar or language tasks. The perceptions of all participants on code-switching overlapped in that they believed that it was a tool that fostered learning in beginner levels and could be used to attract attention or for jokes, yet should be abolished as the proficiency level increases.
The review of the literature indicates that although several studies have investigated teacher code-switching in foreign language classes, the number of studies on learner code switching is an underexplored area of research. Several studies are required to fill the gaps in our theoretical knowledge of learner code switching to help us understand the variables that cause and affect code-switching and the effects it can have on students’ learning.
Participants and corpus
The participants of this study will include eight intact Intermediate English language classes of a private institute in Tehran. The participants of this study will include around 120 intermediate English language learners and their eight teachers. The participants of these classes will study the same books and chapters in the same semester. These all classes are held by the same institute in different branches. Thus, the class procedures, the exams, and even the teacher training courses were the same for different branches. The sampling of these classes will be based on convenience sampling. However, random assignment was employed to put these students into two groups of + code-switching and – code-switching. Although the institute has categorized these students as intermediate, the participants will take an Oxford Placement Test to show their English language ability at the beginning of the treatment. The students will range between 14 and 20 in age.
Instruments
Oxford Placement Test
The Oxford placement test was used to measure the participants’ general level of language proficiency. It consists of 60 multiple-choice items of vocabulary and grammar, which will be administered at the beginning of the study and the participants will be given 45 minutes to complete the test. 
Speaking scoring scheme
There are many measures for estimating CAF. Based on the arguments of previous studies on T-units and C-units (Wolfe-Quintero, Inagaki, & Kim, 1998), C-units are preferable to T-units to be used in the CAF measures and also may lead to greater cross-linguistic comparability. To calculate the CAF triad, based on the work of previous researchers, the following measures will be employed:
1. Syntactic complexity:
The following two syntactic complexity measures will be conducted via L2 Syntactic Complexity Analyzer software which is designed by Lu (2010) to automate syntactic complexity analysis of written language production. He recommended these two measures because they are progressing linearly across the three school levels and show statistically significant between-level differences:
a. Mean length of clause (MLC): The ratio of the number of words to the number of clauses in the participants’ production.
b. Coordinate phrases per clause (CP/C): The ratio of the number of coordinate phrases to the number of clauses in the participants’ narration.

2. Lexical complexity:
Using Lexical Complexity Analyzer (Lu, 2012) which is designed to automate lexical complexity analysis of English text, two measures of lexical variation will be calculated.
Among the host of measures of lexical variation, the following appears to have construct validity and are; therefore, recommended by his study:
a. Mean Segmental Type–Token Ratio (50) (MSTTR–50): The mean type– token ratio of all 50-word segments in the participants’ narration.
b. Number of Different Words (expected random 50) (NDW–ER50): The mean number of different words of 10 random 50-word samples in the participants’ narration.

3. Accuracy:
Building on the previous studies (Ellis & Yuan, 2004; Yuan & Ellis, 2003) accuracy will be measured in two ways:
a. Error-free clauses: The ratio of the clauses that was not erroneous. All syntactic, morphological, and lexical errors will be taken into consideration. Any error excludes a clause from being error-free; however, based on the guidelines of Wigglesworth and Storch (2009), I will not count errors of capitalization, spelling and punctuation.
b. Correct verb forms: The ratio of all verbs that are used correctly in terms of tense, aspect, modality, and subject-verb agreement.

4. Fluency:
Two measures were chosen to assess fluency:
a. Rate A (Syllable Per Minute): The total number of syllables produced divided by the total number of minutes a participant took to complete the task (Chenoweth & Hayes, 2001).
b. Rate B (Clause Length W/C): The total number of words produced divided by the total number of clauses. This measure is recommended as one of the most reliable and valid ratio measures of fluency by Wolfe-Quintero, et al.
(1998).
Task difficulty criteria
In order to examine the difficulty of speaking tasks, the task difficulty scheme provided by Robinson, Cadierno, and Shirai (2009) will be employed to create six tasks of three difficulty levels of low, intermediate, and high.
Table 1
Task Characteristics
	Resource-directing variables
Cognitive/conceptual demands
	Participation variables
Interactional demands
	Ability variables
Task relevant resource differentials

	+/- Here and now
+/- Few elements
+/- Spatial reasoning
+/- Causal reasoning
+/- Intentional reasoning
+/- Perspective-taking
	+/- Open solution
+/- One-way flow
+/- Convergent solution
+/- Few participants
+/- Few contributions needed
+/- Negotiation not needed
	h/l Working memory
h/l Reasoning
h/l Task-switching
h/l Aptitude
h/l Field independence
h/l Mind/intention-reading

	Resource-dispersing variables
Performative/procedural demands
	Participants variables
Interactant demands
	Affective variables
Task-relevant state-trait differentials

	+/- Planning time
+/- Single task
+/- Task structure
+/- Few steps
+/- Independent of steps
+/- Prior knowledge
	+/- Same proficiency
+/- Same gender
+/- Familiar
+/- Shared content knowledge
+/- Equal status and role
+/- Shared cultural knowledge
	h/l Openness to experience
h/l Control of emotion
h/l Task motivation
h/l Processing anxiety
h/l Willingness to communicate
h/l Self-efficacy



Language functions
In order to categorize the comments based on their speech functions, the researcher will follow the speech function categorization provided by Holmes (2001) and put the comments into directive, expressive, and referential categories. Holmes (2001, p. 275) argued that there are three main speech functions: directive (utterances attempt to get someone to do something), expressive (utterances express the speaker’s feelings), and referential (utterances provide information). These are the functions which have been employed in different categorizations from the outset of the speech function studies in 1950s to the latest ones in both theoretical and empirical works.
Interview
In order to uncover students and teachers’ attitudes toward the use of code-switching in English language classes, semi-structured interviews will be employed. In this data collection type, a set of questions will be prepared to ask their attitudes toward code-switching. All eight teachers and 40 students will be interviewed individually. Interviews will take 15 to 30 minutes. The interviews will be conducted in Persian, the participants’ mother tongue, to collect high quality data (Pavlenko, 2007).
Procedure
The participants of this study will be assigned to two groups of +code switching and –code switching. This process will be done through random assignment. In four classes, the students will be told that English Only policy should be observed. They will not be allowed to speak in Persian. In the other four classes, the students will not be either encouraged or discouraged to use their first language. The teachers will let them use Persian language whenever they want. However, the extended (more than 30 seconds) use of Persian language will be interrupted by the teachers by the use of a question or giving the turn to another student.
The semester include 18 sessions. At the beginning of the treatment, all students will take Oxford Placement test. The results can ensure us that all students are intermediate English language learners. At the beginning of the semester, the students will be asked to participate in a speaking test of four tasks. Different individual and paired tasks will be employed to examine students’ speaking accuracy, fluency, and complexity levels. At the end of the treatment, the same tasks will be employed to check their performance. 
In order to have a thorough understanding of students’ forms and functions of code-switching, two complete sessions (sessions 7 and 16) will be recorded. The whole class procedure will be recorded to examine the way code-switching is employed in the experimental groups. In two sessions (sessions 6 and 15), as a part of the normal procedure of class, the participants will be asked to accomplish three tasks with three different levels of difficulty (high, intermediate, and low). The performance of the students in all classes will be recorded for further analysis. Thus, for each student, six task performance will be recorded. The use of Persian language in these tasks will be based on their normal class procedures, so those who are in the +code switching classes can employ Persian, and those who are in the –code switching classes will be prohibited to employ Persian.
The last part of data collection is the interview. These semi-structured interviews will be conducted before and after the last three sessions. Monetary incentives will be employed to encourage students to participate in this part of the data collection. All interviews will be recorded and transcribed for further analysis.
Data analysis
In order to answer the first and second research questions, which are descriptive in nature, descriptive statistics such as frequency, mean, and standard deviation will be employed. Furthermore, Chi-square will be used to examine whether any form or function will have a significantly higher frequency. In order to examine the effect of code-switching on students’ speaking performance, students’ performance at the beginning and at the end of the semester will be compared by the use of independent samples t-test. To check whether speaking task difficulty will affect students’ quantity of code-switching use, the researcher will employ repeated measures ANOVA. The quality of their code-switching use (forms and functions) will be examined by the use of frequency and Chi-square. The participants’ attitudes will also be examined. After the transcription, using an inductive categorization process (Mayring, 2004), the attitudes and perceptions will be categorized. Descriptive statistics will be employed to quantify these perceptions.
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