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The hope and desire is that the reader will interact with the data thereby creating
meaning in a rhizoidal fashion as progress is made into the chapter. There is no
structuralist argument here. The claim is not that the reader creates meaning, the
signified/le significant, using a system of signs that make up language through the
use of signifiers as posited in the Saussurean tradition.

First, I do not posit that meanings are there in the world outside to be
found or discovered. Secondly, meanings as significance cannot be re-presented
unproblematically. The concept of mediation in the research literature tries to
address this issue, for example, opening up yet other spaces such as ethical areas
to ponder. To think of language as re-presentation which binds interpretation to
one signified in the possible world of signifieds transcends that world. However,
as we say in French: Ca ne fait que changer le mal de place. In other words, we
are skirting the issue. In the conceptual framework adapted and adopted for this
dissertation, there is no outside world that can then be conveniently rendered and
represented through language. There is also not an outside world and a language
that faithfully represents that outside world. There is semiosis and possibility and
it is not only the privileged mind centered in wo/man and/or language that
constitutes this plane of immanence. “It is the myth of representation that
separates man from an inert and passive world that s/he then brings to language,”
according to Colebrook (2002, p. 108). There can be no re-presentation in this

conceptual framework; there can only be production. Language in this framework,



218

then, is not a way to carry signs that carry meaning to some subject who in tumn
will interpret them in order to get the correct or right meaning/referent. Rather,
language in this dissertation is an event that is productive in that it produces
speakers/readers and has the potential to do so. Readers are an effect of language
use but they are neither uniquely an effect of language nor is language touted as
being the sole representative of experience.

The set-up of language in this dissertation attempts to come to terms with
the issue of dealing with no preexisting real in the empirical data presented. It
asks the reader to unpack the empirical from the flow of experience while at the
same time, it neither uses the reader nor does it privilege the reader by positing
that s’he can explicate the empirical and speak for an “other”. In Deleuzean
terms: “There is just the immanent flow of experience from which distinct beings,
such as human subjects, are formed” (Colebrooke, 2002, p- 89). One of these
beings, the human, has been taken as the only possible site and ground for the
empirical or experience.

In the study, the student voices changed me as I interacted with them.
Their voices affected me, grounding me within the effect of their experiences of
focus-on-form. This ground was an effect of their productions - a point of identity
abstracted from the differences that they encountered as they struggled to attain
correctness. I can only acknowledge that the data gathering was a humbling

experience as I watched and heard student worldviews change and influence my
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own. There is the hope that the same type of relationship will be formed between
reader and text and that solid certainty will give way to possibilities time and time
again.

The result is that this chapter is not an uncomplicated rendition or
interpretation of data. It is a rhizomatic network that has been deliberately allowed
to emerge without one fixed interpretation or static judgment. Information is
stratified and layered and overlaps thereby providing the reader with different
planes of information. Different research voices are introduced. Voices change
and move and student perceptions shift constantly as they answer questions and
come to terms with being interviewed, the situation presented on tape, the
questions asked in researcher-student interaction and the effort needed to
concentrate on the correction of error. Different facets, faces and voices are
introduced to the reader so that the presentation of the data is not an
unproblematic reading although as mentioned earlier, the intent is not to make the
reading difficult.

The objective is to have the reader move in and out of the data, forming
opinions based on the data and researcher interpretation so in moving away from
the text, the reader is left with multiplicities of possible interpretations thereby
moving away from the determinate. The intent is to provide as Lather and
Smithies (1995, p. xviii) contend: “a glimpse of the vast and intricate network of

information ...It is at some level about what we see as a breakdown of clear
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interpretation and confidence of the ability/warrant to tell such stories (work with
data) in uncomplicated ways.” At times, I place myself outside the data although
at no point do I posit that the data conceal some hidden Truth lying in wait to be
discovered. At other times I am swimming and immersed within the data.
Different events unfold and I wish to provide the reader with the same types of
foldings and unfoldings so that the data can connect with them in some way. It is
this idea of the fold (/e pli) (Deleuze, 1988) that allows for this. In this way, the
chapter then becomes a line of flight from existing social structures and the taken
for grantedness that a researcher has control over the reader and that interpretation
is controllable, unproblematic and apolitical.

While this chapter does not openly challenge those notions, it does adhere
to them given the poststructural worldview of the conceptual framework retained.
Like Lather and Smithies (1995), my intent is to try to position the reader as
thinker and concept creator willing to trouble the easily understood and the taken
for granted. It is hoped that this venue opens up new possibilities in effecting
interpretation and representation of fact. The result is a complex structured
design. It is this structure that allows the situation to be defined and a position to
be taken so that while complex, the reader can nevertheless make the structure
presented intelligible and comprehensible.

Presenting data in this way is an attempt at placing no limits on

knowledge, on the possible ways of in which knowledge can be viewed and on
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demonstrating that knowledge is forever involved in an iterative process. In
reference to this iterative process, Mullarkey (1997, p. 457) states: “ It is the fold
(e pli') that can ultimately uncover an abstract folding process that comprehends
physical, psychological and cultural phenomena at all levels.” It is this concept
that offers reconciliation between the dichotomy of the inside and the outside. The
fold does not allow for an outside that influences the subject in a cause-effect
manner as posited within the positivist/postpositivist paradigms. First, the fold,
enfolding, unfolding does not allow a student to be viewed and examined as s/he
were an inanimate object that can be acted upon. Direct action from without
(input for want of any other nomenclature) and anything else from the outside
cannot predict and control what happens within. By the same token, the fold does
not allow for experience to account for a result within a human subject. What a
fold does is to try to capture and represent an iterative process that occurs when
meaning is created, recreated and so forth. Moreover, in the concept of the fold
there is a certain idea of stability that through the folding, enfolding and refolding,
there is a quest going on to maintain and retain stability within an individual
student’s system.

It is hoped that readers move beyond the page and bridge the gap between
the world of the student and the researcher as presented on these pages thereby
creating links and multiplicities of layers of possible meanings and possibilities.

By exceeding standard frames of reference, moving across different levels, and
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layering the data, it is hoped that this performative act of writing moves away
from attempting to limit and direct knowledge aimed at creating one true reality
and Truth for readers.

5.02 The Guarantee of Anonymity

All students were given the choice of using their own first names or of
choosing another designation when I wrote up this dissertation study. The intent
was to maintain anonymity, respecting the ethics involved when working with
human subjects in a research project. I also had to ensure that later on, should
these student-participants ever read this work, as they moved toward adolescence
and adulthood, they would still be able to recognize themselves in the process.
The first student mentioned in this study introduces himself as Sergei (SG) after
his hero, the Russian hockey player. (SG) was most often paired up with Mr. Moo
(MM), also a pseudonym, who came to the first sessions accompanied by the
stuffed animal that shared the same name.

As we moved into a more familiar relationship, I would have liked to
interview the two boys named above on a one to one basis. They preferred to stay
together. More often than not, their views and perceptions concerning error and
correction were different. At the beginning of the process, while (MM) was with
(SG), (SG)’s opinions eclipsed the other boy’s perceptions and views so that
(MM) most often agreed with what (SG) was saying or had said. As our study
progressed, (MM) moved away from (SG). I doubt that this would have happened
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had we not moved from the group, to the pairs who allowed for a more intimate
setting. The choice of starting with (SG) and following (SG) with (MM) is
intentional on my part. It is my impression that (MM) drew his own line of flight
away from (SG) at one point in this study.

In sum, this chapter is produced using a poststructural gaze. A participant
or any other individual is not regarded as the font of all knowledge anymore than
is the researcher who uses the pseudonym (TD). The shift and emphasis is on
what constructs and builds perceptions, emotions, thoughts about and reactions to
linguistic and/or nonlinguistic events that create, recreate, alter, form, reform
expressions of subjectivity toward error, correction and focus-on-form in a given
time and space. I use subjectivity in this context in the same way as Alvesson and
Skoldberg (2000). By subjectivity is meant the individual’s conscious and
subconscious thoughts, emotions and perceptions, self-insights and attitudes to the
surrounding world. It is language that helps constitute and form the process that is
subjectivity that assigns presence and being to possibilities that are yet to be
formed and ever-becoming. It is understood that the very event of putting
experience into words creates a gap between the experience and the looking back
upon the experience in order to vocalize it. As Brown (2001, p. 199) argues: “..I
insert a gap between experience and report, resulting in the precise nature of my
experience being rather elusive, being partly lost, at least as regards its capturing

in language.” The emphasis, therefore, is on the process of how error, correction
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and focus-on-form work in tandem all the while acknowledging that the end result
cannot be controlled. The product-result, then, is indeterminate and non-linear.
You are now invited to engage in the type of unity that can arise

when in contact with the possibility of the multiple layers of knowledge that I
have tried to produce. For as Deleuze and Guattari (1987, p. 514) reiterates:
“Every abstract machine is linked to other abstract machines, not only because
they are inseparably political, economic, scientific, artistic, ecological, cosmic-
perceptive, affective, active, thinking, physical, and semiotic but because their
various types are as intertwined as their operations are convergent.”
5.03 Chapter Organization

The chapter is divided along two major lines. The division is not only a
physical one. Part 1 reports in a detailed way how participating students beliefs
and expectations toward error and correction played a role in achieving OR not
achieving an acceptable form in French. It also reports on participants’ beliefs
concerning correction and making mistakes in general though this was not
initially part of the present study. The student’s school reading habits (reading of
books) and portrait of self as reader are also touched upon. This inclusion is
justified on the grounds of second language learning research which posits that
avid readers are better language learners and that reading is the key to language

learning (Krashen 1989, 1993).
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In Part 2, the chapter introduces data on error correction and students’
reactions to these corrections. It compares current linguistic theory on focus-on-
form, for example, with the data and with student responses to the data. It is in
this part that my interpretation of an event is presented in between student data
and interpretation. Used as a springboard for the interpretations, the data
presented appear in a rectangle so that they can be easily read. The data are
presented and written in the language in which the interview took place. I have
translated the French into English where necessary and have endeavored to
remain as faithful to the French as possible. I have also remained faithful to the
convention used in linguistics and applied linguistics by using an asterisk (*) to
indicate that something deviates from accepted language norms and is
ungrammatical.

PART 1

5.04 Conversations Between (TD), (MM) and (SG) About Mistakes and
Student Beliefs and Expectations: TELLING MAPS

On March 22, 2000, I had a conversation that took place in English
concerning corrections and mistakes and student perceptions and expectations. By
that time, I had met the students on several occasions, as a complete group and in
pairs. I had videotaped several of their classes and the tapes had been used to

initiate conversations in French, to allow for the use of shared reflections and to
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help students focus-on-form. Like Tochon (2001), I found that videos provided an
ease of use and were extremely practical thereby allowing for a fast turn-around
that would otherwise have been impossible. The viewing of these videos also
provided students with the opportunity to react to the viewed event in a
spontaneous way. It is very difficult for a student to speak about a focus-on- form
event a week or so after that event has taken place. So a fast tumn-around is
essential, I believe, when focusing on this type of event. It was the use of the
video that allowed for this to occur.

Moreover, I felt that given the focus of the study and the possibility of
power-issues involved, it was important that students be allowed to have some
sort of choice concerning what they would talk about so that they could regain
control of the event. This proved to be impossible consistently throughout the
study where, in some instances, I found myself having to ask and direct the
questions especially about the written work.

By the month of April, many of the students indicated that they did not
like seeing themselves on video and much preferred to work with written work
found in their French exercise book. (SG) was especially firm about not wanting
to see himself on video and it seemed that if any sort of understanding about
focus-on-form and its cousins was going to emerge from (SG) and I interacting in
any way, I would have to set aside viewing of the videos with him. However,

(SG) did allow me to continue videotaping him while he was in the class thereby,
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as Stockall (2001) explains concerning her use of videotaping in research, still
allowing me to collect unedited slices of interaction between himself and his
teacher.

 still feel that the use of a video was especially important because, as
explained in the previous chapter, it was my intent to use the videos for stimulated
recall especially in the early stages of the study. In addition, given the new
paradigm (Denzin and Lincoin, 2000) espoused for this study, feedback elicited
through the use of video allowed for a documentation of the becoming process to
the being-product that is evidence of a student’s performative use of a corrected
form.

I came to understand a great deal from both (MM) and (SG) on their
beliefs and perceptions concerning making mistakes and error correction. These
conversations took place in English. In each instance, I repeated what the student
had said so that he could correct my understanding and perhaps be able to clarify
certain things for me. According to (MM), there were stupid mistakes and not so
stupid ones.

5.04.1 Experience:
When asked whether there was anything like a good mistake, (SG) jumped

into the conversation to state that indeed there were good mistakes.

(SG) went on to explain that: “Say there’s hard words like fossilize ...”
I asked him whether he was talking about English.

He replied: “French or anything, let’s say it’s a long word and it is
hard. I don’t care if I get a mistake, I tried my best.”
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5.04.2 Experience:
After this when (TD) questioned (MM) to find out if according to him,
there was anything like a good mistake,

(MM) told (TD) again that: “There wasn’t. All mistakes are stupid. They are
just more stupid and they become even more stupid. That is it.”. ..
...“Bad is bad.”

At that point, I was puzzled so I delved deeper in the question. I asked
(MM) what stupid meant. He seemed to have difficulty with this question so I
offered a suggestion. I asked him whether stupid meant that he could avoid the
mistake. To that he replied ‘sort of’ which did not advance my understanding of
what he had tried to convey. He then followed that statement up with: “They are
just bad.” He could not explain further so I did not press the question. I then
wanted to know if there was a difference between making a mistake in French and
making a mistake in English. According to (MM) they were both bad. “Bad is
bad,” he told me.

(SG) was not of the same mindset. He felt that the two, i.e., making a
mistake in French and making a mistake in English, were not synonymous. He
went on to explain that because he was just beginning to learn French, he
expected to make mistakes but that he already knew English and had been in

English all of his life, so it wasn’t the same thing. (SG) stated that he felt worse
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when he made a mistake in English than when he made a mistake in French.
When I asked him if I was to conclude that he felt worse about making a mistake
in English rather than in French, he answered affirmatively. He said that he was
practicing French but that he was still better in English.

After this I went back to (MM) to ask him the same question and to get his
thoughts about whether making a mistake in English was the same as making a
mistake in French. I was trying to understand what “stupid” meant. He repeated
that there was no difference; they were the same. They were both “stupid”. Our
conversation ended there.

In sum, for (SG), error correction has certain distinctions and (SG) has
effected the following possibilities concerning the topic.

5.04.3 EXPERIENCE AS ITERATION: (SG)

EXPERIE N C ERefer to Appendix A)

“French or anything,
let’s say it is a long
word and it is hard. I
don’tcarciflgeta
mistake, I tried my
best.”

“Say there’s hard words like
fossilize ...” “...I already

know English so [ feel worse
when [ make a mistake in

Fnolich ”

“French and English are not
the same. I’m just beginning to
learn French, I expect to make
mistakes.”

“I am better in

English.”
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Subjects are formed from experience. A perceiver is formed from
perceptions. From this, the perceiver, as Colebrooke (2002, p. 74) explains: “Can
then go on to form an image of itself as an “I” in relation to some outside or
transcendent world making any truth or transcendence , any foundation or ground
for experience, an event of experience..” There are multiplicities of unorganized
perceptions that have not yet and perhaps will never be folded into “I” (Je). The
idea of an outside transcendent world existing somewhere “out there” is not
produced by an agent or subject as Colebrooke (2002) reminds us, it is effected
through creating links and connections in a passive way. (SG) folds and puts
English into the foreground out of all possible perceptions. Perhaps this is the
basis that he uses to develop his understanding of the issue. To me, his
expectations concerning making an error in French fold and unfold according to
the view he has about making mistakes in English. Making a mistake in French is
expected; making a mistake in English is not but even that depends on the English
word. As long as he has tried his best, (SG) seems to be comfortable with the
situation. (SG) states that he is better in English. He does not say that he is poor
is French.

(MM)’s worldview differs from (SG)’s. Unlike (SG), there is no
distinction drawn between English and French. There is also no difference
between something that is difficult in English and accepting that he can make a

mistake in it. Mistakes are stupid and language has nothing to do with the issue.
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5.04.4 TELLING MAP: (MM)

EXPERIE N C E (Refer to Appeadix A)

“All mistakes are stupid.
There is no difference in
French or in English, they
are both stupid.”

“They are just bad.”

(MM) does not seem to fold correction back onto himself. He tries to
move the thought of making a mistake away from himself, perhaps avoiding pain
in the process. It is the thought of making a mistake that seems to frighten, hurt
and anger. His classification of all mistakes as bad does not allow him to share
and converse on the issue.

In the conceptual framework retained, concepts allow thought to go
beyond what is already known. As Colebrook (2002, p. 23) asserts in referring to
Deleuze and Guattari: “Concepts are not correct pictures of the world; we should
not be striving to create a science or a theory that is as close to the world as

possible.” The data presented on all student participants provides the reader with
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a window that works on affect in much the same way as a film does. In doing so,
“it disrupts the identity of the viewer/reader” (Colebrook, 2002, p. 148).

If rupture were to occur, it would be in the reader using the data to form a
rhizoid with that reader and the images that can be formed through description
and visuals provided. “Links between (student) words and experience are thereby
opened up and move away from already-known forms and opinions which make a
direct link between affect and concept, between what we see and what we say”
(Colebrook, 2002, p. 24)...This moves away from interpretation as an easily
translatable experience that we all can share using language that has one meaning.
The assumption is that there is a known world out there that is waiting to be
discovered and that it can “be shared through language as information and
communication” (Colebrook, 2002, p. 24). (MM) does not seem to be forming an
image of himself as a ground. He rejects speaking about making mistakes and, in
doing so, refuses to form himself through speaking, which would allow becoming.
Perhaps somewhere (MM) has identified making a mistake and the thought of
making a mistake as representative of himself thereby countering identity
formation. Could he be displaying a form of minority thinking in which he feels
subjugated to an image of himself? Is it possible that (MM) also tries to
understand what something is and its correctness only by looking at its matching
and unchanging form thereby closing that aporia which might engender change

and understanding? If desire is power through forming connections with other
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desires and expansion, (MM) seems to have relinquished all desire and renders
himself powerless in the process. In this way, it would not be the content of the
correction itself or the making of a mistake that would influence (MM). It would
be affect that gives strength and force to the performative act of error correction
and focus-on-form and it is through thought of this act that content as correctness
might be produced.

In short, these boys who are friends in and out of class, seem to look at
making mistakes and at the correction of mistakes in two entirely different ways.
(SG) appears to be more open to making mistakes and correcting them as a
process. He expects that the process will make him better at what he does in the
end. On the other hand, (MM) does not indicate that for him, making mistakes is
part of any process learning or otherwise. He has closed his mind to what
correction might be able to do. His main preoccupation out of all possibilities is
to avoid making mistakes in English as well as French.
$.04.5 Book Reading Habits

Of relevance to some researchers (Krashen 1989, 1993) was to situate
students in relation to their book-reading habits. In second language research, the
theory is that readers make better language leamners and that reading advances
language learning. In all instances, the conversation related to reading habits took
place in April when the study was well underway and students and I had built a

bond of trust between us. While research on trust in schools and trust-building in
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education is extremely recent according to Tschannen-Moran and Hoy (2000),
there are definite indications that trust cannot be ignored when conducting the
type of inquiry used in this dissertation.
5.04.6 (SG)’s Book Reading Habits

When I asked (SG) what he liked to read, he answered that he didn’t like
to read (*J'aime pas lire.) He reminded me that he had to read because his teacher
wanted him to do so. Despite this, he admitted that he still did not read every day
as she requested. (SG) never read French books recreationally even though he
took one out of the school library when he had to do so. From what (SG)
explained, I believe that he read sporadically at best. He read books about hockey
and would not read anything else. At the time of the study, (SG) was reading a
book entitled: The Hockey Sweater. He was able to tell me about Maurice
Richard, the main character, and he had retained many details from the story.
(SG) had no difficulty reading French and he generally understood what he read.
It must be pointed out that (SG), like most of the student participants in the study,
was only in his second year in French immersion. Although he understood what
he read, his choice of French reading books was at a far lower level than his
English books. His English Language Arts teacher described him as an able
student who had no reading difficulties in English. In short, (SG) preferred
activities that required him to be more active. Nevertheless, he was able to do the

reading tasks asked of him in school.
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5.04.7 (MM)’s Book Reading Habits

(MM) also did not like to read and had he had his druthers, he would not
have read a book. There was a marked difference between (SG) and (MM) in that
(MM) did his reading judiciously in both French and English. Moreover, he
would go over his mistakes and do his homework with his father at home. (MM)
did not consider himself to be a good student and he confided that he worked very
hard to be in French Immersion. He did not display any difficulty in reading
French during the study as far as I could tell. His English Language Arts teacher
informed me that (MM) was doing well but that he had difficulty with spelling in
general and that he had to work hard in that area.

S.0S Conversations Between (TD) and (JEANNE) about Mistakes and
Student Beliefs and Expectations: TELLING MAPS

JEANNE decided that she did not need a pseudonym. We negotiated and it
was only in the final session that she allowed her own name to be replaced with
that of JEANNE. The first letters of her name remain the same so that she can
recognize herself in future. JEANNE did not hesitate to be interviewed alone once
we had moved beyond the preliminary introductions. Before that time, when we
were working in pairs, JEANNE and BETTY, who were friends in and out of
school, were interviewed together. JEANNE also did not hesitate to be

interviewed in French.
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5.05.1 Experience

In a conversation that took place in French between JEANNE and me
concerning mistakes, she told me that there was a little bit of difference when she
made a mistake (un petit peu) in French and when she made a mistake in English.
She went on to explain that sometimes making a mistake was a good thing. When
I asked her to give me an example, she couldn’t do so. I regret not having tried to
elicit a response from her in English on the same subject. However, I had said
that I would leave the choice of language use up to the students and JEANNE
wanted to have these conversations in French as did Betty so their wishes were
respected.
5.05.2 EXPERIENCE AS ITERATION : (JEANNE)

(TD) asked JEANNE if there was a difference between making a mistake

in French and making a mistake in English.

EXPERIENC E (Refer to Appendix A)
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While (SG)’s distinction between English and French is upheld and

folds back upon itself, Jeanne’s worldview is not the same as (SG)’s and (MM)’s.
JEANNE seems to view making mistakes and correction as a process, she does
not concede that the process is good under all circumstances. Her worldview
might be commensurate with (SG)’s. My opinion is that it is incommensurate
with (MM)’s where any process is rejected and making mistakes are just bad.
5.05.3 JEANNE'’S Book Reading Habits

I first questioned JEANNE on her reading when she had finished reading:
Le Petit Lion (The Little Lion) a reading selection in which students were asked to
do an exercise based on reading for information. JEANNE admitted that she had
enjoyed the selection and that she liked reading in general especially if the stories
were focused on animals. She informed me that she read animal books to her
little sister. Her mother had done the same for her when she was young. She read
to her sister in English. They both would choose the book to be read and
JEANNE would read to her five-year old sister who lived with her. She would
also read to her six-year old sister when she visited her in Ottawa. This sister
would choose her own books. In both instances, JEANNE would read to them at
bedtime. JEANNE would also read her own book before going to bed. She was
fascinated by the Goosebumps series and had just completed the reading of: Why
Am I Afraid Of Bees?. She read before she went to bed each night without

exception unless she stayed up because her family had company. She loved to
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read horror stories as well as view horror and scary movies and television
programs. She said that she had no difficulty following these movies and
television programs in French an indication that like (SG) and (MM), her French
was “advanced”.
5.06 Conversations Between (TD) and BETTY About Mistakes and Student
Beliefs and Expectations: TELLING MAPS

Like all students in this study, BETTY did not hesitate to be interviewed
in French. I asked BETTY if she could think of anything that might be classified
as a good mistake. She told me that it wasn’t really a good thing (C ‘est pas
vraiment une *bon chose) and that once she had been riding her bike on the
driveway and that she had fallen and hurt her leg. She had asked her mother to
stay home from school because her legs were cut a little (foutes *mes jambes
étaient coupées un petit peu) and that was a good mistake. When I asked her if she
had learned anything from this mistake, BETTY answered that she didn’t know
(Je ne le sais pas.) 1asked BETTY if she had learned anything from this good
mistake. She answered that she didn’t know. I then asked if we were talking
about the same type of mistakes and she admitted that we weren’t but nevertheless
insisted that it was an example of a good mistake. BETTY admitted that
sometimes she did not like school and this is how I got to know that her favorite

subject was arts plastiques (art).
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In a conversation that took place in English following this conversation
and the French part of the interview, when I asked BETTY whether there was
such a thing as good and bad mistakes, she told me that there wasn’t. I also asked
her whether she made a difference between making a mistake in math or in
English and making a mistake in French. She responded that there wasn’t a
difference. When I asked her if she thought that corrections helped her, she
responded that: “It depends..so-so. Mistakes are good-bad.”

5.06.1 Experience:
(TD) asked BETTY if there was a difference between making a mistake in

French and making a mistake in English.

BETTY said : “There are examples of good mistakes.”

BETTY said: “There are no such things as good and bad mistakes.”
BETTY said: “There is no difference in a mistake in math, French or
English.”

BETTY answered: “Corrections might help. It depends...so-so.”
BETTY said: “Mistakes are good-bad.”

It is difficult to determine if BETTY s worldview is different from that of
the other students presented. This might be tied in with her conceptualization of
what a mistake might be. Her example of making a mistake and falling with her
bike might be equated to a special type of mistake. Could BETTY be equating

falling off her bike with making a good mistake because she did not have to go to



240

school and she received attention? Could BETTY be making a difference between
mistakes that she could have avoided and those that she feels are inevitable like
some of the French mistakes we encountered? As for mistakes related to
schoolwork, BETTY stated that math, French and English mistakes are all the
same. Corrections might help, but then again, they might not because everything
was relative. Her conclusion is that mistakes are good as well as bad.

5.06.2 EXPERIENCE AS ITERATION: (BETTY)

E X PE RIE N C E (Refer to Appeadix A)

“There is no difference
in a mistake in math,
French or English.”

“There are examples of
good mistakes.”

“Mistakes
are good-
bad.”

“There are no such
things as good and bad
mistakes.”

“Corrections might help. It
depends...so-so0.”

BETTY does not remain within the one possibility range, as do the other
students. There is continuous folding back onto something new. She allows
herself to vacillate between possibilities giving reality to all and not firmly fixing

any. She seems to be well grounded in the empirical and if data were to be the
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only thing analyzed, it would be difficult to follow what she means. She
seemingly contradicts herself several times. Yet there seems to be evidence of a
struggle here in which BETTY has not fixed and clung to one truth. Perhaps she is
entertaining several versions of reality and truth when it comes to making
mistakes and one has not yet won out. For (SG), the question was settled (at least
in that time and space). His reality was that mistakes were neither good nor bad;
they are part of the learning process. He expected to make mistakes in French. He
was just beginning to learn French. As far as (MM) is concerned all mistakes were
stupid and just plain bad. Like BETTY, JEANNE makes no distinction between
making a mistake in English and making a mistake in French. Unlike BETTY,
JEANNE seems to entertain the possibility that sometimes making a mistake is a
good thing. BETTYs responses do not seem to be commensurate with the other
students if we are looking for fixed realities. Since they are not fixed and she is
vacillating (n-1), her answers are commensurate with all of the other students for
she has yet to assign an effect to making a mistake.
5.06.3 BETTY’s Book Reading Habits

Like her friend, JEANNE, BETTY loved to read. She read in French as
well as English although she preferred to read English books. She read little books
in French, as she referred to them, and chapter books in English. Her mother had
just finished buying her some new French books that week and she told me that
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she could hardly wait until she finished her (English) book (to start reading one of
the French books).

5.07 Conversations Between (TD) and ALICE About Mistakes and Student
Beliefs and Expectations: TELLING MAPS

ALICE considered herself to be an excellent student, a perception that
seemed to be very accurate according to her teacher. Mme. XX told me that she
was a very fast learner. She made very few mistakes in written French. In fact,
we had trouble finding any in the French exercises and at times had to resort to
the math where it was equally difficult to find any mistakes. ALICE hated
making mistakes and would feel guilty and angry with herself when she made a
mistake.

This being said, at the beginning of the study, as a native French speaker, I
had difficulty understanding ALICE when she spoke French. This was especially
true of taped conversations. Consequently, whenever I could, I made certain that I
put in as much oral context as I could so as to be able to decipher her
conversation. Even then, I found that I had to use written work in order to broach
the subject of this dissertation. ALICE seemed to have particular difficulty with
the French [r] and with some of the French vowels. This fact did not interfere with
my interviewing her in French and with her wanting me to do so.

ALICE made the following distinction about making a mistake. Whether

in French, English or math, it didn’t matter, she didn’t like making mistakes.
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Having said that, she informed me that what really bothered her was when she
made a mistake in front of other people. She absolutely hated making mistakes in
front of the other students and she repeated this on several occasions.
5.07.1 Experience

(TD) asked ALICE if there was a difference between making a mistake in
French and making a mistake in English.

ALICE once again presents a new window on a reality. Her experience

with correction folds back onto itself but she has now added a factor that other
students have not brought up. Like the other students in talking about making a
mistake, ALICE’s reality also includes affect. She brings affect to the foreground.
ALICE has formed an opinion link between her words and her experience in the
data presented. In this way she has limited and generalized mistakes and error
correction/focus-on-form and her perceptions are linked to affect. My task in this
dissertation is to delimit her opinion and open it up so that it forms a rhizome with
the reader. In turn, the reader can also make an opinion link with the data and
upon returning to it at a later time perhaps see the data in a different way opening

the reader up to new possibilities of affect through the data presented here.
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S.07.2 EXPERIENCE AS ITERATION: (ALICE)

ALICE’S experiential connections have led her to especially hate making

mistakes in front of other students. In this sense, ALICE hates being looked at by
others, perhaps thinking of herself as an object to be judged. Her responses seem
to be more or less commensurate with (MM)’s. She seems to personalize and
associate an element of guilt-stupidity to what she feels about making mistakes.
$.07.3 ALICE’s Book Reading Habits

ALICE loved to read. While I was with her either in class or in separate

interviews, ALICE would never have to read a French passage twice. She was
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always able to retell the story that she had read in her own words after one
reading. During the course of the study, I had less difficulty understanding her as
long as the prompts were on tape and included in the interview so that I could go
back to the data more easily over time. In English, she would only read chapter
books saying that other books were too easy for her.
5.08 Conversations Between (TD) and CHRYSTAL About Mistakes and
Student Beliefs and Expectations: TELLING MAPS

According to CHRYSTAL, the definition of a mistake was “when you
don’t do something right. And if you don’t do something right, then it is wrong.”
She offered this information freely within a conversation that was taking place in
English just before she decided to switch to French. “Making a mistake might
help but then it might not. Mistakes are mistakes. It doesn’t matter.. math, French,
English, you didn’t do it right so then it is wrong.”
5.08.1 Experience:

(TD) asked CHRYSTAL if there was a difference between making a

mistake in French and making a mistake in English.

“Making a mistake might help but then it might not. Mistakes are mistakes.”
“It doesn’t matter..math, French, English...you didn’t do it right so then it is

”

wrong.
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5.08.2 EXPERIENCE AS ITERATION: (CHRYSTAL)

EXPERIENLC E (Refer to Appendix A)

“Making a mistake might
help but then it might
not.”

“It doesn’t matter, math,
French, English...you
didn’t do it right so it is
wrong.”

These ideas on mistakes are the effect of CHRYSTAL’s experience.
CHRYSTAL has put mistake and wrong together in the foreground. There is no
personal ownership involved in her statement. There is also no emotion. She is
very categorical concerning the issue. She sees the issue through a black and
white lens. If something is not right, then it is wrong. Her worldview is

incommensurate with that of the other students like (MM) who calls mistakes
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stupid and bad and ALICE who talks about guilt and who perhaps equates making
a mistake to the possibility of being publicly humiliated.
S.08.3 CHRYSTAL’s Book Reading Habits

CHRYSTAL was an avid reader. She was adamant about the fact that she
was reading “big books. .. chapter books” while there were certain students in her
class who were not able to read them yet. She came to the interview on reading
with her books as I had requested. She told me the story of the book she had just
finished reading and she proudly showed me the bookmark in the book she was
presently reading. Perhaps this was an important issue for her given that she had
had a reading tutor in French until two weeks into the study so as to enable her to
catch up with the rest of the class who already had more French than she did.
CHRYSTAL told me that she had read many big books that year. In response to
how many books she was referring to, she said four and proceeded to give me the
titles. She indicated that she did most of her reading at home and that she read on
a regular basis.
5.09 Looping With Part 2

In sum, the above exercise and data presentation is anything but trouble-
free. Students’ responses are troubling. As a principal, I frequently hear talk from
my colleagues concerning different learning styles that categorize learners into
nice little boxes in the hope that knowledge can be transmitted more effectively.

How a student will take up this information about correctness is what is at issue
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here. The six students involved in this dissertation do not give much credence to
correction and its merits. Out of the (n-1) possibilities concerning making
mistakes, (SG) seems to expect to make mistakes. (MM) associates them with
something that is bad. For JEANNE, sometimes making a mistake is a good
thing. BETTY has still not fixed a possibility. ALICE hates making a mistake
especially in front of the class and feels guilty when she does. CHRYSTAL insists
that when things are not done right, they are wrong.

Correction, more specifically focus-on-form, tries to draw a student’s
attention to an item. In this way, it is thought that: (1) noticing the item (2) will
bring an awareness of that item (3) which allows for the transmission of the
correctness of that item (4) so that the student will transfer the knowledge that has
been transmitted and (5) apply that knowledge to independent situations dealing
with the same or similar items. Part 2 of this chapter which follows immediately,
moves on to exploring the realities of the students who have been confronted with
focus-on—form and the assumption of the unproblematic transmission of
knowledge in learning a language and focusing on form.

PART 2

$.10 Iterations and Foldings On How a Real (Error Correction/Focus-on-
Form) Might Become Meaningful to a Student

This section deals with my quest to understand how a real might become

meaningful to a student through experiential connections, links and foldings.
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Bearing the perceptions that (MM) and (SG) brought to making a mistake in
mind, I explored how their experience as well as those of the other participants in
the study helped them synthesize and connect so that they were the effect of their
connections with experience in the duration captured in the data.

In empiricism, it is experience that helps and enables this to be done. In
this dissertation, the links and connections that the reading experience about what
is presented provides the reader with an opportunity to connect and fold with the
data in an iterative way so as to provoke thought. The exercises that the students
engaged in were all focus-on-form types. What follows is how students
entertained possibilities offered them through focus-on-form. In the data that
follow, (SG) and (MM) indicated that the exercise that they had done
individually in class that moming was the easiest exercise that they ever had to
do. The reasons for the relative ease of the exercise differed from boy to boy as
they explained why they had found the work so easy. However the following
point was put into the foreground. They told me that usually the teacher wanted
the answers in the book and that they had to look in the book. The exercise we
were examining gave them greater freedom. They could look only at the pictures
and generate their own answers. (MM) preferred to do this. It gave him greater
freedom and perhaps more ownership of his work. In addition, (MM) had had
very few mistakes in the dictation that morning. (SG) had made quite a number of

mistakes in the same dictation and he was not too pleased at having to correct
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them and do his work over again. While (SG) insisted that he also enjoyed having
the freedom involved in doing the exercise that moming, he also liked being able
to find an answer in the book if he had to.

5.10.1 Experience: SERGEI (SG) and the Researcher (TD)

(TD) : Le numéro 2, je vois qu’il y a quelque chose ici, (SG), qu’est-ce que

c’est? (Number 2, I see that there is something here, (SG), what is tlus’)

(SG): Minuit. (Mldlllglll.)

(TD) : D’accord et tu avais écrit quoi parce que c "est encerclé.. (1 see. And

what had you written? It is circled.)

(SG) : Deux heures. ..douze heures douze.. point zéro zero ('l'wo
o’clock.....Twelve o’clock twelve point zero zero.) :

(TD) : Douze ponnt zéro-zéro. Es-tu capable de lire le numéro deux, toi?

(Twelve point zero zero. Can you read number two for me?)

(SG) : Quel heure est-il? (What time is it?)

(TD) : Et la réponse avec la correction. (And the answer with the correction. )

(SG) : I est minuit. (It is midnight.) »

(TD) : Qui veut dire quoi? Lorsque cela a été corrigé est-ce que tu es d’accord

avec la correction? (Which means?...When it was corrected, are you in

agreement with the correction?)

(SG) : C’est la méme chose. (It’s the same tlung)

(TD) : Qu’est qui est la méme chose? (What is the same thing?)

(SG) : Douze heures et minuit..la méme chose..il n’y a aucune différence.

(Twelve o’clock and midnight...the same thing...there’s no difference.)

(TD) : Qui veut dire, (SG), qui a raison la? (Which means, (SG), who is right

here?)

(SG) : Sais pas. (I don’t know.)

(MM) : Elle. (She (teacher) is.)
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5.10.2 When Worlds Collide: Focus-on-Form-Grammatical Accuracy: Douze
Heures et Minuit

In French, twelve o’clock is never used whereas in English, “It is twelve”
can be used instead of or as an adjunct to “It’s noon. It’s midnight.”

Although the latter is used less, it would, nevertheless be acceptable. In French,
under no circumstances would douze heures-twelve o’clock be accepted as being
a correct response to the question: “Quel heure est-il 7 (What time is it?). The
teacher had corrected the error focusing on the mistake. At this point in the
exchange between researcher and student, (SG) has not accepted that what he has
written is a mistake. (SG) has noticed the mistake since the teacher has circled it
for him. In addition, I have brought it to his attention by focusing on the correct
form minuit as corrected by the teacher. In other words, (SG) is aware that douze
heures-twelve o’clock is unacceptable because it is incorrect. (SG) has refused to
acknowledge the correction saying that there is no difference between douze
heures (12 o’clock) and minuit (midnight) as corrected by the teacher.

Once (SG) had asserted that there was no difference between the two
expressions, I asked (SG) who was right. The teacher had one version, minuit,
whereas (SG) had claimed that there is no difference between the two answers: his
answer and that of his teacher. In other words, his douze heures (twelve o’clock)
was just as correct as his teacher’s minuit. His response was that he didn’t know

who was right and yet he had asserted that there was no difference between the
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two expressions. (MM) who had not made the same mistake, jumped into the
exchange to assert that the teacher was correct. There was no other response from
(SG) and so we moved on to other things in the exercise.

A note on (MM) and his response must be made at this time. From this
data, (MM) seems to concede that (SG) is wrong and that his teacher is right.
Dichotomies are easy answers to complex situations as we are about to see as
more data on the subject is introduced below.

After a short time, I decided to go back to the same question to see if (SG)
had changed his mind in any way concerning his response to the correction.

5.10.3 Experience

(TD) : Et revenons ici. Lis la réponse numéro deux. C’est moi qui va poser la question et
tu vas me répondre. D’accord? Quel heure est-il? (Let’s go back to this. Read the answer
to number two. I will ask you the question and you will answer me. Okay? What
time is it?) '

(SG) : C’est dix heures. (It is ten o’clock.)

(TD) : La méme heure? Non, non selon ta réponse. (The same time? No, no according
to your answer.)

(SG) : Il est minuit. (It is midnight.)

(TD) : D’accord et tu avais écrit? (And you had written?)

(SG): 1 est douze heures. (It is twelve o’clock.)

(TD) : Et tu aimes douze heures autant que minuit, n’est-ce pas? (And you like twelve
o’clock as much as midnight, don’t you?)

(8G): Oui, c’est la méme chose. (Yes, it’s the same thing.)

(TD) : Maintenant, a ton tour, tu dis je sais pourquoi..vas-y, MM. (Now it’s your turn.
You have said that you know why, go ahead, MM.)

(MM): Parce que ¢a dit douze heures la et puis j’ai *trouve la réponse dans le livre et *ca
écrit pas douze heures *a le livre, *¢a écrit minuit dans le livre et il a écrit une autre
réponse et je pense Mme XX veut la réponse écrit dans le livre. (Because it says twelve
o’clock there (indicating the hands on the clock) and then I found the answer in the
book and it was not written twelve o’clock in the book. It was written midnight in the
book and I think that Mrs. XX wanted the answer that was written in the book.)
(SG): Peut-étre. (Maybe.)

(TD): Peut-étre, (SG), on ne le sait pas? (Maybe, SG, we don’t know?)

(SG): Shakes his head indicating no.
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5.10.4 Iterative Foldings

There is a possibility that (SG) has not changed his mind. He states once
again that douze-heures (twelve o’clock) and minuit (midnight) are the same
thing. Even after (MM) has given the explanation about finding the answer and
saying that the teacher might have wanted the answer that was written in the book,
(SG) still does not concede the point. His response is that maybe that might be
(the teacher wanting the answer in the book). He will not budge on the fact that
for him, both responses are one and the same thing.

Also of note here is that (MM) who did not make the same mistake as
(SG) and who had said that the teacher was correct, is now saying that the teacher
wanted the answer that was in the book. He has gone from assuming that (SG) is
wrong and that his teacher is correct to saying that even though it says douze
heures (twelve o’clock by the hands of the clock), he managed to find the answer
that he believes the teacher wanted. In other words, although (MM) got the
correct answer, there is no certainty in the data that (MM) rejects douze heures,
the form (SG) had advanced as an answer. What form of knowledge does (MM)
have? He got the right answer. Are we to assume that he knows the right
answer? Are we also to assume that he has learned what the teacher intended him
to learn? Perhaps knowledge and learning are not synonymous anymore than are

noticing and awareness.



254

How has experience served as a ground here to effect (MM) who came
into the study stating, “Mistakes are just plain bad.”? From experience, he knows
the teacher is right and he is willing to accept her norms of correctness OR is he?
He got the correct answer so are we to assume that he also has learned? It would
seem that how he has learned has not come directly from teacher input. Perhaps
(MM) might have been on a quest to please Mme XX and please himself by
focusing on what she wanted. Are we as educators to interpret this as evidence
that learning has occurred and that we can control such learning?

In reference to current theory on focusing on a correct form which can
only take place in a setting like that found in immersion, it is assumed that a
student will correct a form if that form has been noticed in the input. In the data
presented to this point, there is ample evidence that (SG) has noticed the form that
is minuit. The teacher had pointed out the error in the written work days before
this interview. (SG) corrected the error before the interview. The teacher had seen
his corrected work. We spent time examining the error together. (MM) has told
us that he thinks the teacher is right in her corrections. Even after a break from the
task at hand, (SG) comes back to the form and continues to assert that there is no
difference between the two forms. When (MM) gives his explanation about
finding the answer in the book and states that he believes that the teacher wanted

the answer that was written in the book, (SG) still doesn’t budge from his initial
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position. He is willing to concede that (MM)'s explanation is plausible so he
responds that his interpretation might be correct but that “we don’t know”.

The difference between awareness and noticing has also been brought up
in the literature (Wolfe-Quintero, K., Inagaki, S., & Kim, H-Y. ,1998) with both
being touted as prerequisites for learning a correct form. From the evidence here,
it would seem that (SG) has noticed the form. He is fully aware that the teacher
does not believe that all is well concerning the French that he has used.
Nevertheless, he continues to assert that both forms are the same and that he has
not made a mistake. From this, it goes without saying that noticing a correct form
has allowed (SG) to become aware of that form. (SG) is aware of the form
minuit/midnight. He is also aware of the fact that the teacher has not accepted his
own form of douze heures/twelve o’clock. Nevertheless, he has not (and perhaps
will not/cannot) accepted the correction offered by the teacher and through
interaction with me and (MM) at this particular point in time.

As I sat with the two boys and I listened to the tape of this interview, it
seemed that (SG) was quite far away from what he had initially said about making
a mistake. Referring back to what (SG) maintained about correction and making
mistakes as described in the first part of this chapter, (SG) said that he didn’t care
if he got a mistake in French. He had tried his best. At that time, he had folded
back the possibility of making a mistake as something to take in stride. (SG) had

stated that according to him, French and English were not the same and that
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because he was just beginning to learn French, he expected to make mistakes.
Such does not seem to be the case here when confronted with the experience of
something that is perfectly all right in English but not so in French. Could (SG)
have felt that the correction was a direct assault on his general knowledge and the
division of time and space assigned to it, which was related to that of the English
language? The closest comparison I can draw to this reaction is that of Andrew
whose narrative is described in Chapter 2 of this dissertation to the French,
pelleter. (SG) will not effect or allow the possibility that minuit is the only form
that is acceptable in French. He has retained both possibilities and refuses to
dismiss either through correction, noticing and/or awareness. Have the norms set
by the teacher been recognized here? Could (SG) be becoming a subject other
than he was, formed and effected from the experience of this correction and his
possible not acknowledging the unique norm of correctness set up by the teacher?

Now let us focus on the space between or the aporia. Socrates maintained
that it was necessary to have this impasse or mismatch so that a former form of
knowledge could be removed in order for new knowledge to stem anew. In terms
of the conceptual framework retained and developed for this dissertation,
knowledge is constantly being renewed for knowledge is part of the process of
iteration. Knowing is a process that continually folds back onto itself traveling
across different planes only to become present again. It is a process that is

nomadic, without a discernable beginning or an end. It folds upon itself and
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moves out only to be folded back again. One very good analogy regarding this
process is the one put forth in Serres (1999) where knowing is compared to a
baker kneading dough and moving that dough back and forth and yet never
positing a center from which that dough originates. Has (SG)’s former form of
knowledge disappeared through mismatch? Will it do so in future? How have the
role of experience in error correction and the rejection of acceptance of norms
established by the teacher contributed to (SG)’s knowledge? What kind of control
has she had over the experience? (SG) certainly was not left untouched by the
experience. How can we, as educators continue the pretense that such an event is
controllable on all levels? How can we state that (SG) has not learned?

In terms of traditional vocabulary, there has been no uptake or the taking
up of data in the case of (SG). Hence there has been no language learning. My
contention is that (SG) has been able to take up some of the linguistic input
offered. On a grammatical level, he uses minuit in a way that is correct. He uses
the word consistently; he does not state that the correction is incorrect. In fact, he
asserts it is correct because twelve o’clock and midnight are one and the same.
What (SG) does not accept is that the teacher has not accepted his answer as well
as her own. He seems to be questioning her norms of correctness.

First, this type of evidence is not available to a researcher if the student is
considered to be a research object and there is the necessary hands off approach

that goes along with any investigation that takes place when doing research in the
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positivist/postpositivist paradigm. This approach becomes extremely problematic
if language research is equated to conducting research in the natural sciences.
Secondly, through the correction of error in this case, the student has noticed the
error. (SG) has rejected the noticing. Thirdly, (SG) is aware of the correction.
His contention is that we are dealing with two equally correct forms. Another
point that has to be made is that although the correction was not able to get (SG)
to accept that his form was wrong, it did introduce another form that he has not
rejected.

Hence, (SG) now has two forms that he states he accepts and which he
sees as being the same. Perhaps this could be interpreted as evidence, then, that
the correction has led to a new organization of knowledge for (SG). It is not the
type of reorganization of knowledge that any French teacher would find desirable
for it has the makings of seeing the two forms used as mirror images of each other
from time to time. It could very well be that the two forms would end up in free
variation, both assumed to be correct. For example, Ellis (1985) argues that free
variation arises in learner language when learners acquire a new form in tandem
with a form that was learned previously and then they use these forms as if they
are both correct and mean the same thing.

It could also be that fossilization in the two terms might occur over time if
there is no further rupture of this knowledge that occurs. Fossilization is a term

coined by Selinker (1972). It is still used in the literature on learning a second
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language. Fossilization refers to a learner who simply has stopped leaming so that
language does not change and an incorrect form is retained in the target language.
Suddenly, through error correction, two virtual entities (dowze heures and minuif),
with no evident previous link between themselves according to what (SG) has
said, have been given a presence. (SG) has retained both possibilities. They are
no longer in the realms of the “possible becoming” but they have now been
assigned a presence and have gained the status of an “object-being”. According
to (SG), they belong to the same family and are linked together. As a result,
(S8G)’s whole knowledge landscape has changed. He is no longer where he was
prior to the experience of this correction and this interview and he cannot go back
to that position in future even with a new link being created. Nevertheless, there is
always the potential that this (douze heures-minuit) “become other” depending
upon future experience(s).

Finally, it must be pointed out that there is no interface here. Interface,
according to Serres & Latour (1999), supposes that “douze heures-twelve
o’clock” at the junction between two concepts is perfectly under control, or
seamless and poses no problems. This can be a very linear way to look at data,
incommensurate with the conceptual framework retained for the purposes of this
dissertation. There is evidence that correction in and of itself cannot control an
outcome. Perhaps what correction can do is to destabilize a system if one is

willing to concede that language is a system. That system, then, has the potential
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to change. However, how that system will change is neither under the control of
the teacher nor the researcher nor (MM) for that matter. Here, (SG) has a system
that has changed. It is not the same as it was prior to the correction when he had
not yet encountered the French minuit. Perhaps it is the experience of the
correction serving as ground that has effected (SG) so that as subject he no longer
fully adheres to what he first said about his expectations of making a mistake in
French. How can we as educators continue to believe that we can control such an
event? How can we then begin to look at error correction and focus-on-form in
another way? What are the implications in doing so0? What are the implications in
not doing so?

In short, two worlds have collided. The teacher’s world and the one
belonging to (SG) have just touched. They have not become one. Rather, they
have become other. Like play dough that can be kneaded, each has retained its
original color and flavor in the folding and enfolding process. They have not
blended nor did they during the length and scope of this investigation. In the case
of (MM), worlds have also collided. They have not totally meshed to form
something new and the fact that (MM)’s answer is correct does not justify
concluding that he has learned what the teacher has asked him to learn. If
anything, it has raised other questions about just how illusionary traditional
questions about education in general, input and its role in language learning can

be.



261

5.10.5 When Worlds Collide: Focus-on-Form-Grammatical Accuracy:As-
Tu....?

In order to seek a context that would be meaningful to (SG) and (MM) in
dealing with the written form of the verb, avoir (to have), I asked them what their
favorite television programs were. (MM) answered that it was Pokeman. (SG)
also loved Pokeman but since (MM) had already chosen it, he decided that he
would choose wrestling. Both boys indicated that they watched Pokeman nearly
every day after school.

5.10.6 Experience (SG) (MM)

(TD) : Comment est-ce que je peux épeler ‘as-tu’ dans : as-tu vu I'émission de télévision de
Pokéman?

Comment tu I'écris? (How can | spell ‘as-tu’ in : As-tu vu 1’émission de télévision de
Pokéman? How do you write it?) _

(MM) : Moi ? (Me?)

(TD) : OQui, Comment tu I’écris? (Yes, how do you write it?)

(MM) : “‘A-S TU’ (spelling) :

(TD) : D’accord? Disons, toi, ton émission.. tu m’as dit que c’était la lutte wrestling, c’est ¢a?
(Okay? What about you ..your program..you said that it was wrestling )

(SG) : Oui (Yes.) '

(TD) : Si je pose la question : As-tu vu I'émission de télévision? ... As-tu vu la lutte a la
télévision? (If T ask the question : Have you seen the television programme... Have you seen
wrestling on television?)

(SG) : Oui. (Yes.)

(TD) : Comment est-ce que tu épelles as-tu? As-tu vu? As ~tu... (How do you spell “as-tu™ ?
As-tu vu? As —tu...Have you seen....Have you?)

(SG): ASTU, je pensc. (AS T U, I think.)

(TD) : Et toi cst-cc que tu pense ou tu es certain? (And you, do you think that is how it is
spelled or are you certain it is spelled that way?)

(MM) : Certain. (Certain.)

(TD) : Tu es d’accord? (Do you agree with him?)

(SG) : Oui. (Yes))

(TD) : Maintcnant, je vais poscr cnicorc unc question. La demiére fois qu’on s’est rencontré, on
avait unc différence d’opinion pourquoi on mettait un ‘s’ a ‘a’. Est-ce que vous vous souvenez
de cela? (Now I am again going to ask a question. The last time we met, we had a
difference of opinion on why an ‘s’ was added to the ‘a’. Do you remember that?)

(SG): Nods

(TD): Toi, MM? (You, MM?)

(MM): Nods.
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Experience (SG) (MM) continued

(TD): Aujourd’hm vous I’avez fait comme ga (snaps fingers). aucune réflexion,
absolument rien AS. (Today you spelled the word in a flash. 'l‘llere was no
thinking, absolutely no hesitation, nothing ‘as’.) :
(MM) : A Etudié. (Studied.)

(TD) : Tu as étudié? (You studied?)

(SG): Moi aussi. (Me too.) -

(TD) : Toi aussi....Comment tu as etudne, SG? (You too....How dld you study,
S$G?) .

(SG) : Non, moi pas étudié. (No, I didn’t study.)

(TD) : Toi, (MM)? (You, MM?)

(MM) : Oui. (Yes.)

(SG) : Etudié dans la classe. (Studled in class.)

(TD) : Dans la classe... Je comprends. (In class...I understand.)

(MM) : A *ma maison. (At home).

('l’D) A la maison, d’accord. Est-ce qu’ll ya Et la vous allez me partager ..Je
vais commencer peut-étre avec (SG) et ensuite je posera: la question a (MM) Ja
méme question. Maintenant, (SG), pourquoi est-ce qu’on met un ‘s’ a ‘a’. Est-ce
que tu as changé d’avis ou bien... (At home...okay. Is there..and you will
share...Maybe this time, I will start with (SG) and then I will ask (MM) the
question...the same question. Now, (SG), why do we add an ‘s’ to ‘a’? Have
you changed your mind?

(SG): Méme chose, voyelle. (Same thing, vowel.)

(TD) : Et toi, (MM)? (And you, (MM))

(MM) : Voyelle. (Voyelle).

5.10.07 Iterations and Foldings

(SG) and (MM) agree that there should be an ‘s’ following ‘a’ in a
question like: As-tu vu I'émission de Pokéman a la television? (Did you see
Pokeman on television?) There had been a discussion on the verb, avoir (to have),

in class. In addition, the discussion had continued as I had previously tried to
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interview the boys. At a later date, the teacher had assigned the spelling of
different forms of the verb in the present tense to be learned. (SG), who indicated
in previous conversations with me that he never did homework, said he studied
but that he had done so in class. (MM), on the other hand, does not consider
himself to be a good student and this image has been formed/effected from his
experience to date. He had indicated that he had to study in order to succeed and
that he believed would not come close to being successful if he did not spend time
going over school work at home with his father. (MM) had studied the verb,
avoir, at home. The boys had the correct form of the verb on this occasion. They
were able to spell and write the form with fu (verb form requires an —s). It would
seem that they were told to leam the forms by rote and I subsequently asked the
teacher who confirmed this. They had no idea why there was an ‘s’ following ‘a’
an indication in French that the verb agrees with the subject 74, in number and in
gender (second person singular). Their conclusion is that vowels somehow make a
difference here. (They had also been learning about liaisons in French where a
consonant sound links to a vowel sound at the beginning of the following word.)
How could this be interpreted as having learned a correct form? How can we, as
educators, continue to believe that we can control the flow of experience so that X
experience will have Y result?

Learning the form of this verb came after a long struggle in which most of

the students had not given the correct forms of the targeted verb despite the fact
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that the verb in all its forms in the present tense was written on a class poster. The
teacher had won out as far as this form was concerned. There is not enough
experience data yet to determine if this form was given simply to placate their
teacher or whether both boys had accepted that the form was actually spelled in
the way they answered me. Further instances of this verb appearing in the data
and in their copybooks seem to suggest that for the next seven weeks of the study,
the boys had no difficulty handling this verb. As far as this verb is concerned, not
knowing or misunderstanding a grammatical rule did not help or hinder them in
the written application of this verb in sentences.

With the verb, avoir (to have), perhaps a rupture in the knowledge base of
the two boys had taken place. However, it might not be related to understanding
grammar nor might it be related to the overt application of a grammar rule that
they had leaned in class. Rather, there had been quite a discussion regarding the
verb and how to spell it and finally the teacher had assigned it to be learned.
Somehow, this had worked for both boys at this point in time. There was no
aporia (Derrida, 1996), or the lacking of a path or a way, involved here that I
could detect. There was no misconception being stripped away in the Socratian
sense. There was no exposure of incorrectness or mismatch. The boys had ceded
ownership of this particular item over to the authority and wisdom of their teacher
allowing for that possibility to become part of their folding. There were echoes of

Chomsky (2000, p. 21) going through my mind at this point referring to his
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assertion that: “Students don’t learn by the mere transfer of knowledge, consumed
through rote memorization and then later regurgitated. True learning comes about
through the discovery of truth, not through the imposition of an official truth.
That never leads to the development of independent and critical thought.”

Before conducting this study, I would never have questioned the veracity
and wisdom of his statement. Now I wonder if certain things like verb tenses in
French, for example, in both written and oral form might not really have to be
memorized as a starting point with a student then leaming how to apply them so
as to come to an understanding about how to do this and why. To have to do both,
it seems would be quite taxing as experience with all the rules involved in trying
to seek accuracy might be as well. This is not quite the same perspective as the
one cited in Chomsky (2000).

At this point I have a final word to say about (MM). While he had stated
that all mistakes were bad, he nevertheless accepts the teachers’ authority and
power in correction. This is true throughout the study. He is formed/effected from
the experience offered and makes Mrs. XX’s correction part of his possibilities.
He does this in a way that is very different from (SG). I can only wonder what
kind of differences the two boys actually make in retaining possibilities in
corrected work and what it takes for (SG) to accept correction. An image of
yellow lemon scented play dough and green lime scented play dough travels

through my thoughts as they are folded together and unfolded only to be enfolded
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once again to make a blend of blue citrus scented dough. Perhaps this represents
(MM)’s reaction to correction and different worlds colliding.

5.10.8 When Worlds Collide: Focus-on-Form-Grammatical Accuracy: Juillet
(July) Not septembre (September)

ALICE and I had a conversation in French concerning her rendition of Le
renard et le corbeau . When I asked her how she felt she had done on the video,
she replied that she had done very well. She added that Mme. XX had told her
that she had: “rout bon™ (everything right) and she based her own opinion on what
the teacher had said. She conceded that she had a few vocabulary mistakes.

When she read the sentence, she made the same or similar mistakes in
pronunciation as she had made on the video. However, she was able to correct the

pronunciation of those mistakes when those same words were isolated.
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5.10.9 Experience

TD : Peux-tu me lire 1a question dans ton aluer" (Can you read the question in your
nctebook to me?)

ALICE: Oui. (Yes.)

TD : Alors? (Se?) _ ,

ALICE : Quel est le septiéme mois de I’'année ‘7 (Wlut is the seventh month of the year?)
TD : Et la réponse que tu avais écrite? (And the answer you wrote?)

ALICE : Le septiéme mois de I’année est scptembre. (The seventh month of the year is
September.)

TD : Et Mme. XX a corrigé ton travail, n m-cepas? (And Mrs. XX corrected your work,
didn’t she?)

ALICE : Oui, (Yes.)

TD : Et elle a écrit? (And she wrote?)

ALICE : Juillet. (July.)

TD : Comment tu as trouvé septembre comme réponse a la questlon" (How did you come to
choose September as an answer to the question?)

ALICE : Sept dans septembre. (Seven in September.)

TD : Et septembre est quel mois de 'année alors? (And so Septelnber is what month of the
year?)

ALICE : Neuf. (Nine (mntll) )

TD : Et juillct est quel mois de ’année? (And July is what month of the year?)

ALICE : Sept. (Seven(th).)

TD : Et juin? (And June?)

ALICE : ...... *juin est six. (.....June is six(th).)

$.10.10 Iterations and Foldings

As already mentioned, according to the teacher, ALICE is an exceptional
student who is tops in her class. From the experience data, it would seem that
Alice relies on much more than language in order to arrive at an answer. She saw
the sept (seven) in septembre (September) when asked what the seventh month of

the year was. Her answer was a logical deduction that would have been correct
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had our year had ten months in it. There is no question that she accepted the
teacher’s correction. In addition, she was able to identify that September was the
ninth month and June was the sixth month.

This might be interpreted as evidence that her knowledge system had been
reorganized. She has become other than she was through experience. ALICE now
knew in both French and English that September was the ninth month of the year
and not the seventh month as she had originally written. However, to a native
French speaker, ALICE’s answers to the questions I asked did not indicate that
she was seeking accuracy of form in French. She seemed to be trying to make
herself understood in French to me by attending to meaning rather than form. Her
answers were neuf (nine) not neuviéme (ninth) and six not sixiéme in response to
what month. ..

This refers to another query in the literature on second language learning.
It is that a student can focus on form but not on meaning OR a student can focus
on meaning but not on form especially when communicating orally. A student has
great difficulty doing both simultaneously. Moreover, in oral conversation in
much the same way as what occurs in immersion programs that are centered and
focused on communication, accuracy must take a backseat to trying to get a
meaning across in 8 conversation.

Oxford (1989) talks about learner strategies in leaming a second language.

Learner strategies not only represent a learner’s deliberate attempts to learn but
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also strategies that a learner uses to be successful at learning a language. I am not
willing to go as far as saying that ALICE would limit her learning strategies to
only second language learning for although she leamed something through
French, she learned a fact that was metalinguistic in that it did not deal with
language alone. How can we continue to believe that learning a language can be
divorced from experience and learning in general once the pretense and illusion of
control is put into the foreground? As the conversation continued, it seemed that
ALICE had developed her own strategies that she used both in math and in French
classes. Along with her apparent lack of mistakes in written work, perhaps this
helped her teachers think of her as such a good student. How can we as educators
continue to endorse and justify programs that create artificial boundaries like
reading, writing, listening and speaking and the euphemisms that have been
coined for these categories over the years? How did ALICE through whom data,
perceptions, understanding, knowledge, information and sensations (to name but a
few) flow in the same way as (SG) and (MM) come to be effected so as to think
of herself as an excellent student whereas (MM) does not? What kind of
differences does this make in effecting from experience and being able to use that
experience as a ground?

Unlike (MM), ALICE was not willing to accept all teacher corrections

when it came to French grammar corrections. In the data that follows, ALICE sees
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no need for a plural verb although her teacher has stated the rule in writing to her
in her notebook.

5.10.11 Experience

TD : Tu as fait une faute ici, ALICE. Mme XX I’a corrigé pour toi. (You made a
mistake here, Alice. Mrs. XX corrected it for you. )

ALICE: Ou? (Where?) _

TD: Ici. (Here.)

ALICE : *Je écris : *le enfants..(I wnte (wrote) * the children...)

TD: Et tu aurais du écrire? (And you should have written?)

ALICE: Les enfants...(The children..(making a plural agreement))

TD: Et le verbe? (And the verb?)

ALICE: Corrigé (Corrected.)

TD: Mme XX a expliqué la régle dans la classe? (Mrs. XX exphlned the rule in
class?) :

ALICE : Oui. (Yes.)

TD : Et dans ton caluer" (And in your uotebook.)

ALICE: Oui. (Yu.)

TD : Alors, si tu mets la phrase au pluriel comme on te demande comment est-ce
que tu épéles : voit?

(And so, if you put the sentence in the plural as they ask you to do, how do
you spell : voit (see)?)

ALICE: Voit-voient comme dit Mme XX. (Voit-voient like Mme XX says.)
TD : Quelle forme, ALICE? (What form, ALICE?)

ALICE: Voient.

TD: Si tu dis: La femme marche. Attends, je vais I'écrire pour toi. (If I say :
The woman is walking. Wait, I’ll write it down for you.) Voila, écris la phrase
au pluriel pour moi. (There, write the sentence in its plural form.)

ALICE: Handing back her notebook: Les femmes marche. (* The women walk.)
TD: Et, le pluneL comme Mme XX a ecnt dans la régle? (And the plural, as

Mme XX wrote in the rule?)

ALICE: La. (There, points to les femmes.)

TD : Et le verbe?

ALICE : La. (There, pointsto *marche.)

TD: Est-ce qu’il y a une faute dans le verbe? (Is there a mistake in the verb?)
ATICE:- Nan (Na\
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5.10.12 Iterations and Foldings

Perhaps I could have pushed ALICE to make the connection of the plural
verb. I do not know since I did not attempt to do so. ALICE accepted the
correction as far as the agreement between the article /es and the noun, enfants,
was concerned. She was also able to give /es and femmes. However, the leap to
making the subject-verb agree seemed to be a quantum one for her and she was
unable to make it. She had accepted the correction made by the teacher in giving
and accepting the correct answer because it came from the teacher. She did not
accept the subject-verb agreement readily even in seeking to please the teacher by
correcting voit to voient. In French, both verbs sound the same since a native
speaker will pronounce both words as being the same. This was not true of this
writing exercise where a plural distinction had to be made for subject-verb
agreement to be accurate. Perhaps these factors, the distinctions between oral and
written work in French, did not enable ALICE to make the connections needed to
attain accuracy.

In order to help ALICE, the teacher had supplied her with the rule of
plurals and subject-verb agreement in French. A rule leaves no room for
maneuvering. A rule must be followed as Wittgenstein (1965) would assert and,
in French when we follow and apply the rule, we do so blindly in order to attain
accuracy. There is the belief in some school programs, like those in Québec

schools, that explicit teaching of a grammar or syntax rule will somehow transfer
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itself to accuracy of form when it is applied to new situations. We always have a
choice concerning whether or not we will follow a rule. In following an explicit
rule like the one supplied by the teacher, a student has decided to do so. How can
I determine whether a student has understood a rule since how it is being
interpreted seems to be both an idiosyncratic and an inaccessible mental state that
is fixed in time for that particular moment? Evidence for this comes from the
student being able to do X or whatever correctly or in the right way according to
Wittgenstein (1965).

Following a rule means applying a pattern that eliminates all alternatives.
The student knows how to move toward correctness and the path is set;
equilibrium is established. Hence following a rule is counter-rhizome. It does not
allow a student to follow other pathways and make other connections and links. In
a sense, then, a rule and rule following stop the iterative process. If an iterative
process is stopped, a system is closed as far as that connection is concerned. Links
can be made but they are made in connection to the rule and not in connection to
other possible non-rule links.

In the data, it would seem that there is evidence that ALICE followed the
rule for the agreement of plurals as far as determiners and nouns are concerned in
French. She was able to go from /‘enfant to les enfants and later with me, when
she linked the rule from la femme to les femmes in that time and space. What she

did not accept (and perhaps could not accept) was making the verb plural as well
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so that the verb would agree in gender and number with the subject. She decided
that she was not going to connect in the same way as her teacher. As subject, she
has not been formed/effected by this experience of correction OR has she? Should
we take production of a correct form as evidence of knowledge of that form?

Isn’t the whole idea of focus-on-form and correction based upon that very
premise?

One could argue that ALICE had not noticed the evidence in the input
that would be hard to do since she corrected voit to voient. She certainly was
aware of the voient form and she could mouth and repeat the rule. Now we are
getting to the explicit knowledge versus implicit knowledge dichotomy that has
been expounded in second language research. According to Ellis (1996), explicit
second language knowledge is knowledge of rules and the like that exist in
analyzed form so that they can be followed systematically and a learner can report
on what is known and how they have come to know it. Implicit knowledge in a
second language is intuitive. First language knowledge is of this type since it
cannot be reported in the form of rules. Implicit knowledge (Ellis, 1996) is
associated with competence in the literature.

There is also an on-going discussion as to whether, when and how explicit
knowledge can become implicit knowledge in terms of second language learning.
In second language learning, the object of learning has to remain constant. A

language teacher wants a student to be able to communicate, i.e., focus on
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meaning, and to do so as accurately as possible. Second language research has
demonstrated that in most immersion programs, accuracy is sacrificed at the
expense of communication. Perhaps we should reexamine the whole idea of
accuracy in light of student thinking as effected from experience instead of
looking at the query as a dichotomy that is polarized.

In most of the French classes I attended, along with collaborative
activities involving reading and writing, the focus was on seeking accuracy
and learning grammar rules. The same cannot be said of the mathematics
class given in French. Here, understanding of mathematical concepts was put
into the foreground and little attention was paid to the French except in terms
of lexical items that students used quite accurately. ALICE has made a
choice. She has given Mrs. XX the answer that she wanted. She does not
seem to have mastered the rule. Her teachers still think of her as an excellent

student.

The type of teaching used in the teaching of French grammar would at
first glance eliminate all uncertainty when it comes to rules and their
application. ALICE has made progress toward a fixed invariant answer as far
as determiner-noun agreement in number is concemed. She does not seem to

have moved concerning subject-verb agreement. The experience of focus-on-
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form has allowed her to experience success and correctness. Has it also made

her leamn what her French teacher wanted her to leamn?

ALICE seemed frustrated and annoyed with the issue of subject-verb
agreement. She knows the rule exists. The rule has not become part of her
actualization of experience (perhaps not even in virtual state). She isin a
type of aporia; she does not know where to go. Moreover, she does not wish to
move toward the unknown and so she has either decided to ignore and not to
accept what her teacher has given her as the rule for agreement concerning

this form.

What is ALICE being asked to do? Is she being asked to abandon one
set of assumptions, that verb tense agreement is not necessary, in favour of
another set of assumptions, that they are very necessary in French? In a way,
she has been asked to let go of her own little paradigm in favour of another
new episteme in much the same way as (SG) was in relation to his douze
heures-minuit. With this correction, the teacher has asked ALICE to abandon
one way of thinking and adopt a whole new way of thinking about verbs and
their agreement with subjects. In other words, perhaps the correction has
challenged her understanding of how things work. Perhaps ALICE wishes to
remain within her comfort zone and not risk making a mistake. Perhaps I

could assume that ALICE is experiencing some sort of anguish as well. For
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ALICE, making a mistake is an offence and she feels guilty-stupid when she
is incorrect. Perhaps this would in part explain her rejection of the instability
offered by adherence to the subject-verb agreement information. While one
set of agreement, the determiner and noun agreement, seem to have caused her
no problems, ALICE cannot readily change her mini-paradigm, any more than
a positivist/postpositivist can change paradigm overnight. We have all learned
to divide time and space and we have our comfort zones. ALICE also has

hers and in this particular situation, it does not seem to include verb-subject

agreement and its implications.

Burbules (2000) maintains the task of the teacher is not in stripping
away falsehood to clear the ground for Truth, but in helping someone who is
lost to find rheir way, to make a passage, or translation, between what is
foreign or puzzling and what is familiar. While I do not totally disagree with
Burbules (2000), I cannot help but wonder if we, as educators, should help
students to make links and connections using the flow of experience
acknowledging that students, as subjects, are effected by experience. ALICE
has demonstrated that she is able to find her own paths and to make her own
connections. She has also been described as being an exceptional student and
she is capable of linking but first she must come to terms with the state of
aporia that she is experiencing, the discomfort associated with it and the lack

of certainty that it carries in its wake. ..In this case, what could a teacher do to
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encourage further connections and what could Alice do for herself? ALICE
has suspended having to make any choices in relation to subject-verb
agreement in French thereby putting doubt itself on hold. Is this also to be
interpreted as evidence that ALICE has not learned?

5.10.13 Experience

It was ALICE and CHRYSTAL s group that was to be interviewed first on
this particular morning. ALICE had brought along her Feu Vert as requested and
that day, we used the French exercise book as a springboard into the conversation.
We went through several pages before finding a mistake. Finally we located a
problem with the reflexive verbs in French. Among other attributes, verbs are
either reflexive or they are not. An example of a verb that would be considered
reflexive in French is the English verb, to wash oneself, se laver.

ALICE had written: je t‘appelle. The correction was: je m ‘appelle. We
went on to looking at a plural verb that is described in detail below. I asked
ALICE the following questions in order to try to elicit a response that would
indicate whether she had grasped accurate reflexive verb use in that time and

space.

TD : Comment tu t"appelles? (What is your name?)

ALICE : Je v’..Je m’appelle Alice. (my name is Alice.)

TD : ( Pointing to Chystal who was seated at another tablc) Comment elle
s’appclle? (What is her name?)

ALICE: Elle s’appclic Chrystal. (Her name is Chrystal.)

TD : Comment jc m’appcllc? (What is my name?)

ALICE : Tu tappclles Mme, Duficsnc. (Your name is Mrs. Dufresne.)
TD : Comment tu t'appelles? (What is your name?)

ALICE : (Deep sigh) Je m’appelle, Alice. (° My name is Alice.)
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I would suggest that ALICE has understood the use of the reflective verb
in the present tense in French at least as far as it is used with appeler. I had pushed
her to go through quite the sequence orally and at the end, she was getting rather
impatient with the exercise. I do not know if she could give nous (we) and vous
(you) forms of appeler (to call; to name) in context. However, she seemed to have
been able to learn from the correction although I would not go as far as asserting
that she has learned the reflexive in French. Once again, I would like to suggest
that ALICE is the type of student who has said that she knows she has done well
or is doing well because her teacher has said so. While there were instances in
which ALICE rejected correction outright as in the case of the subject-verb
agreement cited above, the following data does not support that finding a week

later.
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5.10.14 Experience
Without being asked to do so, ALICE read the following question:

ALICE : Quels animaux Michelle rencontre-t-elle? She explained that she had written:
Les animaux * est mais c’est sont. Oui il y a la tourterelle, la coccinelle, I’hirondelle, et la
sauterelle. (What animals has Michelle met? The animals *is but it’s are. Yes there is
the mourning dove, the ladybug, the sparrow and the grasshopper.)

TD : Ce qui veut dire que tu avais écrit : les animaux *est et que tu as corrigé pour : les
animaux sont la tourterelle, la coccinelle, I’hirondelle et la sauterelle. (Which means that
you wrote : the animals *is and that you corrected it for : The animals are the
mourning dove, the ladybug, the sparrow and the grasshopper.)

ALICE : On * bisoin faire des phrases avec des mots....(We had to make sentences with
the words.)

TD : Oui qui veut dire que vous étiez obligés de faire des pkrases avec certains mots.
L’hirondelle vole dans *la ciel et maintenant tu sais que c’est I’hirondelle et la tourterelle
qui sont des oiseaux. (Yes, so you had to make sentences with certain words. The
sparrow flies in the sky and now you know that the sparrow and the mourning dove
are birds.)

ALICE : nods

TD : Quand est-ce que tu dois mettre un ‘x’ a oiseau? (When do you have to add an ‘x’
to the word bird?)

ALICE : Quand tu mets les. (When you add ‘les’. (correct answer))

TD : Est-ce qu’il y a un ciel autour de la terre ou *une ciel autour de la terre? (Is there a
sky around the earth?)

ALICE : Sais pas. (Don’t know.)

TD : Le ou la ciel? (Is it ‘le’ or ‘I’ sky? (Masculine-feminine))

ALICE : Le ciel. (correct answer)

It would seem that ALICE has learned some plural forms and that these
might extend to the subject agreement of certain verbs like the verb ‘to be’ in
French. ALICE had pointed out that she hated making mistakes and that she felt

guilty when she had a mistake. Perhaps her attitude enabled her to accept
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correction readily where and when it was possible thereby seeking as much
accuracy as possible in French. There does not seem to be any conflict in her
concerning accepting the only possibility offered her by her teacher. How has the
perception of herself as a good student worked in tandem with that of her
teachers? How has experience allowed ALICE to accept and trust her teacher
thereby enabling her not only to seek accuracy but to equate language correctness
with Mme XX and her approval? Does this enable ALICE to be a better learner in
general? Does this enable Alice to be a better language learner as far as reading
and writing French? Can we assume that her book reading habits in general have
OR have not contributed to ALICE's progress? . I would suggest that ALICE tries
to recognize and attain the norms attained by her teacher. Is ALICE using her
teacher to explain experience to her and equating correctness with experience?

5.10.15 When Worlds Collide: Focus-on-Form-Grammatical Accuracy:
With CHRYSTAL

CHRYSTAL was the most elusive and difficult of the six students to
interview. Her sporadic absences throughout the investigation, made the task
especially onerous. In addition, it was quite difficult to get CHRYSTAL to focus
on the business of focus-on-form. She repeated constantly that she had made a
mistake, corrected it, sometimes understood the correction, most times did not and
wanted to move onto discussing other things in French. Consequently, as data,

there are many instances of CHRYSTAL speaking French about a subject other
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than the issue of correction. The experience data supplied here is taken from
some of the rare occasions in which she would discuss error correction and focus-
on-form.

5.10.16 Experience

(TD): You wrote down a sentence. Let me see

CHRYSTAL: Here.

(’l'D) Read the question and the answer, please. We are going to try to do that part
in French if that’s okay with you.

CHRYSTAL.: Okay.

(TD) : Alors tu vas lire la question et ensuite la réponse que tu as écrite. (So you
are going to read the question and then the answer that you wrote.)
CHRYSTAL: Moi? Réponse? (Me? Answer? I took this to mean : Do you want
me to read my answer’)

(TD) : Oui, ta réponse..celle que Chrystal a écrite. (Yes, the answer that Chrystal
wrote.)

CHRYSTAL : Dans quoi se regardent les quenouilles? Les quenouilles regardent
(pronounced) I'eau. (What are the cattalls looking into? The cattails are
looking into the water.)

(TD) : Et selon Mme XX, qu’est-ce que c’est que Ia bonne reponse" (And
according to Mrs. XX, what is the correct answer?)

CHRYSTAL : Dans quoi se regardent les quenouilles? Les quenouilles regardent
dans I’eau. (What are the cattails looking into? The cattails are looking at the
water.)

(TD) : Qu’est-ce que c’est que ta faute? (What is your mistake?)

CHRYSTAL : * Pas écrire dans. (Not write into.) C’est dans quelque chose les
quenouilles regardent. Dans I’eau, oui.

*Les regardent I’eau. (It’s into something that the cattails are looking. Into the
water, you understand. They’re looking into the water.)

CHRYSTAL who came to the program later than the other students, seems to

have understood the difference between looking at something as agency in French
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and looking into something. She was able to explain the difference in quite a lot
of detail. In addition, there is no evidence that she is unwilling to accept the
correction. She accepts the one possibility correction has offered her. She is also
able to explain why she has been corrected and the logic behind the correction.
At this stage, in my mind, I wondered if I should take this as evidence that like
ALICE, she will accept a correction as a unique possibility as long as it does not
interfere with her own “meaning making”. CHRYSTAL was also the only
student who was very matter of fact about what she thought a mistake might be
and there seems to be no problem with accepting the expertise of her teacher.
CHRYSTAL has stated that there is a correct form and if it is not correct, it is
wrong. Could she be seeing all life through this black and white lens? What are
the consequences of this on her as subject? What can this perception of self and
of accuracy bring to her learning a second language?
5.10.17 Experience

On this particular day on which I was fortunate enough to interview
CHRYSTAL, we had just finished viewing CHRYSTAL reading her rendition of
the adaptation of the French fable: Le renard et le corbeau. As previously
mentioned by both ALICE and CHRYSTAL, CHRYSTAL had had difficulty
with French reading. There was no evidence that she had any difficulty reading
English. Both CHRYSTAL and her teacher felt that she had made a great deal of
progress. On the video, CHRYSTAL had had a great deal of difficulty with
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certain lexical items in the fable. The act of seeing herself on video in this
situation, in particular, allowed CHRYSTAL to come to realize that there was a
difference between what she remembered doing and saying in class with what she
had actually said and done in the context. Perhaps because of everything that she
had had to focus on during the focus-on-form and correction visible on the video,
she had another perception of the interaction that had taken place between her and
the teacher.

During the interview, we role-played. CHRYSTAL played the fox, e
renard, which was the same role she had played on the video. I played the role of
the crow, le corbeau, the role that had been played by another student who was
not part of the study but who had given permission to appear on videotape.
CHRYSTAL was especially careful with the words where she had made a mistake
and where the teacher had either corrected her or effectuated repair in response to
the correction. In so doing, she seemed to have more difficulty with lexical items
that had not seemed to cause her any great difficulty while I was filming. She was
able to identify the mistakes that she had made. The exception was the word,
allouette, which she had to retake several times in order to get an acceptable
rendition (according to CHRYSTAL). She could pronounce all words in isolation.
Moreover, she was the only student who was very careful to make use of the
liaison. A liaison is a linking between words ending in a consonant with a word

beginning with a vowel. In oral French, les enfants (the children) is not
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pronounced as two separate words. There is a link so that les [z}~enfants is the
desired form. This liaison is mandatory. It is a necessary distinguishing
characteristic in passing for a native speaker of the language.

While this seemed to pose no problem for CHRYSTAL, she was the only
student who had difficulty with the overall reading of the text with me even
though she said she had found the text easier to read with me than when the video
had been taken. She told me that was because “parce que .. c'est ...pas la
premiére jois que j'avais *li et pas en avant de tout le monde *pi ...” (It wasn’t
the first time that she had done the reading and she wasn’t in front of everybody
and ...).

It seemed that CHRYSTAL could only isolate the mistakes that had been
pointed out to her by the teacher and to correct them in that context. The other
students were able to correct themselves on several levels without teacher help. I
did not see CHRYSTAL being able to do this in French during my interviews
with her and when she was interacting in class with her teacher and with her
peers. Perhaps by having entered the program late, she had not had the same
exposure to French as the other children had had and she was involved in a
constant game of catch-up vis-a-vis the other students in the program. She took
longer to finish her work than the other students in the class. Her absences made

consistency of investigation very difficult in her case and she was forever trying
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to get her work completed. Not having been present and up-to-date on schoolwork
made it very difficult to conduct the interviews that I would have wanted.
5.10.18 Exprience

What follows is an excerpt from an exercise that CHRYSTAL had done
in class. I had asked CHRYSTAL to read a list of words that had been worked
upon in class and on which she made no mistakes. The interview took place the
day after she had completed the exercise. The teacher had tried to structure the
exercise so that students had been working on sounds and on gender at the same

time.

CHRYSTAL: le soleil, le *[h]abeille, le sommeil.(the sun, the bee, sleep)

(TD), On va aller (ici). (Let’s go here.)

CHRYSTAL : la corneille. (the crow)

(TD) : Maintenant, es-tu capable de me trouver un mot masculin? (Now can you find
word that is masculine for me?)

CHRYSTAL : Points to ‘le sommeil’ which is masculine.

(TD) : Et un mot féminin? (And a feminine word?)

CHRYSTAL : *le soleil which is also masculine.

5.10.19 Iterations and Foldings

In the above data, it would seem that CHRYSTAL, for example, could not
distinguish the masculine from the feminine in French. Gender in French is
considered difficult to learn. For this reason, lexical items are usually taught with
the article attached. Apple is not pomme but une pomme; book is not livre but un

livre.
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Like all the other students in this study, CHRYSTAL used gender incorrectly
in a consistent way. By this, I am not saying that I have concluded that students
did not have an idea concerning gender agreement in French. In fact, in looking
over the data, there seem to be indications that the opposite is true. There is a
great deal of accuracy in the use of gender with nouns in both oral communication
and written work. The experience of focus-on-form concerning
masculine/feminine in French had not been explicitly brought to CHRYSTAL’s
attention. To use Sharwood-Smith (1991, 1993) from the second language
literature, there had been no awareness concerning this particular feature of
French. Here, I believe that we might have a case involving noticing and
awareness. Could the above data be interpreted as evidence that the item has not
been noticed? Would noticing and awareness have made much of a difference as
far as gender in French is concerned? What would CHRYSTAL have retained
from experience and the experience of the correction?

5.10.20 When Worlds Collide: Focus-on-form: Accuracy and Invariance:
With BETTY

In reading the fable with me, with a few minor exceptions, BETTY had
made about the same pronunciation mistakes on the video that we had viewed
together. These had been corrected by the teacher and BETTY was aware of them.
She hesitated on certain words that had previously caused her no difficulty. She

seemed uncertain and from time to time would look at me perhaps for reassurance
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or acceptance, I do not know. In any case, the confident BETTY who had been

able to read in front of the whole class, seemed to have disappeared as an effect of

experience.
5.10.21 Experience

TD : Ah, mon ami, vous chantez mieux que ’allouette! (Ah,my friend, you
sing better that an allounette!) ’

BETTY: Ah mon ami, *vous (vu) parlez mieux que les chouettes! (Ah, my
friend, you speak better than female owls!)

TD: Ah mon ami, vous volez mieux que I’hirondelle! (Ah, my friend, you fly
better that a sparrow')

BETTY: Ah mon ami, *tu...vu marchez mieux que la to*xturelle! (Ah. My
friend, you walk better than a turtle dove!)

TD: Et vous mangez, quoi, quoi? (And you eat what, what? : And what is it
that you eat?)

BETTY: Ah Renard, j’ai vu. Cette fois, vous ne m’aurai pas, omits [ce fromage
est a moi] je le garde la. (Ah, Fox, I see what you are up to [omits this cheese
is mine]. This time, you won’t get me, I am keeping it ).

5.10. 22 Iterations and Foldings

When I had asked BETTY what mistakes she had made on the video, she
pointed out that she had made two mistakes. One was in pronouncing tourterelle
which she continued to pronounce *toxturelle. The other was in cette fois. |
asked Betty to reread the sentence containing tourterelle (with the correct French
pronunciation). She did and her rendition was the same as it had been on the

videotape. However, in the rereading,, she had no difficulty with the
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pronunciation of vous. I asked her to find the second sentence and to reread it as
well. This time, she corrected her previous mistake reading : Cette fois, vous ne
m aurez pas, je la garde la. 1 asked her what kind of a mistake she had made.
Although she was able to identify her mistakes, she replied that she was unable to
explain the mistakes as such. I asked if her teacher had explained the mistakes to
her. She told me that she had not. On videotape the teacher had immediately
corrected her pronunciation and asked her to continue reading. I was interested in
knowing if she had understood what a fable was. She explained in French: “C’est
un histoire *que il y a *un morale a la fin. (It is a story where there is 2 moral
at the end.) Comme: slow and steady wins the race.” In French, I asked her to
tell me the same moral and she said: “Si tu vas lentement, tu as gagné la course.”
(If you go slowly, you have won the race.)

Are we to assume that BETTY has not noticed her mistakes and that she is
not aware of them? Could it be stated that BETTY has folded back the experience
of correction and has made another connection? Would we be able to conclude
that the experience of reading a second time with me has resulted in the mixed
evidence presented here, .as is often seen in the second language learning
literature? Can we still affirm that teachers have mastery over how what they

present to students will be taken up?



289

5.10.23 When Worlds Collide: Focus-on-form : Accuracy and Invariance :
With JEANNE

The part of the videotape that contained JEANNE reading a fable was
blurry and so I asked JEANNE to choose a written exercise and I told her that we
would talk about it. From my field notes, I had written that JEANNE usually had
no difficulty picking up sounds and that it was my impression that she was very
accurate in doing this. The exercise that follows demonstrates that I should

perhaps not have taken her pronunciation for granted.
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5.10.24 Experience
JEANNE chose the exercise that they had just completed in class.

(TD) : Qu’est-ce que c’était I’exercice? Vous étiez obligé de faire quoi? (What was
the exercise? What did you have to do?)

JEANNE : Ici, * tu fauts *encercle les mots qui *a : er, ¢ accent aigu et....ct ez.
(Here, you have to circle the words the words that have : er, ¢ accent aigu et....et
ez.)

(TD) : Et puis ¢a donnc quel son en francais, JEANNE? Quel son er, é, et ez...¢a donne
le méme son ou bien un son différent? (And what sound does it give in French,
JEANNE?)

JEANNE : [i], ¢ “est [i]. (fi). ({il, it’s [i].) ,

(TD) : Es-tu capable de choisir.. Choisis donc un mot et lis-le. (Can you
choose...Choose a word and read it for me.)

JEANNE : Eh, okay, okay * icouté. (Ah..okay..okay..*icouté [heard).)

(TD) : Montre-moi le son. (Show me the « sound ».)

JEANNE : *Y aunla et un 1a. (There’s one there and one there.)

(TD) : D’accord, et puis choisis en un autre. (Okay, choose another one.)

JEANNE : Eh.. joucr. (Eh...jouer [to play).)

(TD) : Oui. (Yes.)

JEANNE : *ll y ai la fin. (*There’s at the end. [The sound is at the end.})

(TD) : D’accord, ct a la fin, il y a quel son? (Fine, and what sound is there at the
end?)

JEANNE : Er._.é le son. (é the sound.)

(TD) : Es-tu capable de me lire les autres mots que tu avais (Can you read the other
words that you had?)

JEANNE : Marcher, *ilever, *fatigui, compter, et promener.

(TD) : D’accord. Est-ce qu je peux te faire prononcer ceci? Qu'est-ce que c'est que
ceci? (Can you pronounce this? What is this?)

JEANNE : *Icouté.

(TD) : Et maintenant jc te pose la méme question. Est-ce que er, ¢é, et ¢z ont tous le
mémec son sclon toi. (And now, | am going to ask you the same question. Do —er, é
and —ez have the same sound according to you?)

JEANNE : Oui. (Yes.)

(TD) : Et qu’est-ce que c’cst ce son 147 (And how do you pronounce that sound?)
JEANNE : [i] (*écouté-listened)
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5.10.25 Iterations and Foldings

In this exercise, certain sound distinctions in French seem to be more
difficult to pick up and to render flawless in performance. In her contact with the
experiential flow, I would suggest that JEANNE can identify her
mispronunciations and accept her teacher’s correction. She cannot perform the
distinction she has identified. However, are we to conclude that she is not folding
and that over time, the duration will allow her to make performative use of the
comrection? What she seems to have reatined is that [—er, -é and —ez] all sound the
same. Has JEANNE retained her teacher’s input correction as part of her
experiential connections and that it has become a reality for her? The idea that
[~er, -€ and —ez] all sound the same is the effect of experience and JEANNE
folding with it. Would JEANNE s understanding that [-er, -¢ and —ez] all sound
the same have been identified and deemed important using the traditional methods
of inquiry attached to the positivist/postpositivist paradigms?
5.11 Looping With Chapter 6

How can it be maintained that worldview has nothing to do with
language? How can it be maintained that worldview has nothing to do with
language teaching? How can it be maintained that worldview has nothing to do
with language learning? How can it be maintained that language teaching and
language learning are also not part of a much larger picture called language

education? How can we maintain that language education cannot learn from other
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research on education? How can it be maintained that a worldview is apolitical
and that it does not affect language education?

Like the rest of this dissertation, this chapter was written to provoke
thought. It was designed in such a way as to provoke thought about focus-on-
form in particular. This is very much in keeping with a poststructural worldview
and the adaptation of the Derridean, Deleuzean and Guattarian conceptual
framework, as I have adapted it to this investigation. My intent was initially to
provoke thought on language learning in general and to trouble the norms that
have governed second language research.

At this particular point in this dissertation, I found myself trying to resolve
the quandary as to how to weave the issues of language education, worldviews
and their effect on student error, correction and focus-on-form. I had to come to
terms with whether [ was to maintain the dichotomy between language teaching
and language learning which is at the center of much research in second language
today. Once I had refuted that dichotomy, I had to investigate language education
and pedagogy where the binary does not usually exist. Language education and
pedagogy is not where most researchers in second language learning situate
themselves. Hence many theories of language learning are information processing
theories. How could they be inserted into a general theory of knowledge and

learning that is the focus of education and pedagogy?
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At the time of this writing, in Québec, which is where I work as the
principal of an elementary school, we are undergoing curriculum reforms in
education. In the teaching of French as a second language in le programme de
base [core French program), for example, the Québec program of studies now has
two competencies: (1) Interagir en frangais en se familiarisant avec le monde

Jrancophone [To interact in French by becoming familiar with the French world];
(2) Produire des textes variés [To produce a variety of texts] (Ministére de
I’Education du Québec, 2001). In the teaching of French Immersion, there are also
two competencies. They are: (1) Interagir en frangais en découvrant le monde
Jfrancophone par les textes et les disciplines [To interact in French by discovering
the French world through texts and different subjects); (2) Produire des textes
variés [To produce a variety of texts] (Ministére de I'Education du Québec,

2001).

The artificial divisions that once existed between reading, writing, oral and
aural and the euphemisms coined for such divisions no longer exist on paper in
the curriculum reforms. The reform curriculum refers to texts and in the program
of studies, texts signals texts as I have used them in this dissertation.

The 2001-2002 school year is the second out of three years devoted to the
implementation of curriculum reforms in education at the elementary level. In
many school boards, these artificial divisions, reading, writing, oral and aural, still

exist as far as reporting is concerned. This is done under the guise of legitimizing
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the practice saying that second language teachers are experiencing difficulty with
the curriculum. The presentation of such an assessment instrument is not one of
disinterest. It is an attempt by certain second language teachers and second
language consultants to continue to legitimize second language teaching by
maintaining the categories that favor no one but themselves in trying to ensure
that the practice of a sterile black and white world of language teaching remains
on a linear level.

How is this relevant to the issue of focus-on- form, correction,
worldviews, language, language teaching and language learning in light of what
has been presented in this chapter? Research paradigms get taken up in our
teacher training and these, in turn, seep into the classroom. Hence focus-on-form,
correction and error correction make their journey into language classrooms. This
is not a question of right and wrong with one paradigm or worldview being better
than another. It is an acknowledgement that worldview will not and does not
remain within the boundaries that have been set out for it. Thought itself is
nomadic according to Deleuze & Guattari (1980; 1987). Artificial boundaries
cannot stop it.

As Colebrook (2002, p. 81) reminds us: “The human subject is the effect
of one of a particular set of experiential connections.” These experiential
connections help form a person’s worldview. Hence a worldview cannot be

discarded as trivial and irrelevant. When focus-on-form, correction and error
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correction are presented and adopted as a practice that has research legitimacy,
attention is deflected from the practice and its effects are not questioned. They
contribute to the illusion of teaching and the perception that what is taught can
actually be controlled and taken up by the learner.

Itis hoped that this past chapter has provoked thought about such
practices. Just how much accuracy is needed so that a student can make
herself/himself understood by a native speaker? What is the place of focus-on-
form outside of a structuralist, positivist/postpositivist paradigm? Could we assert
that affect is an important part of focus-on-form and that it should also be
examined?

In this chapter, it could be suggested that with the experience data
presented, focus-on-form has many other elements attached to it than trying to
attain linguistic accuracy. Must we continue to ignore this type of data and focus
on the language learner giving and upholding the pretense that we are also
teaching a student? Must we continue to favor theories and hypotheses issuing
uniquely from research on second language acquisition so that it is what filters
down into our teaching thereby influencing classroom practices?

The final chapter of this dissertation does not offer a neat conclusion as to
whether we should continue the practice of pointing out errors, attend to
corrections and seek accuracy. It does take up some of the initial quandaries that

guided this study in the first place but it does so uniquely to provoke thought. The
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chapter that follows is part of a reflection on second language education. It is a
result of what I have teased out of the experience of working with the conceptual
framework involved, the data presented and the research done on focus-on-form
within a unidirectional and unidimensional methodological model as espoused in

second language acquisition research.

WHEN WORLDS COLLIDE: A WINDOW...

“Sontait, sontait, sontait (Dialectal French for ‘they
were’)! If I hear that word another time, I'll murder
one of them. How many times do I have to repeat
étaient (correct form). They say they don’t get it.
What’s to get? All they have to do is learn it!”
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CHAPTER 6

“The idea of autonomous representation is perhaps, an oxymoron. To represent
oneself is to submit to a trans-individual system of language, signification or
representation. But any such representational scheme can never be fully
disowned, rendered anonymous, collective, inhuman or fully dispersed beyond
all subjectivity. Rather the act of representation institutes autonomy, or places a
self in a point of view. Autonomy ought not be defined in terms of a being that
is then expressed. Rather, the procedure of autonomy is a recognition that there
is no foundational being other than its continual institution through a
representation that dislocates itself from a prior presence. If we do not recognize
that representation effects an autonomy that it can then be seen to belie, if we try

to overcome this scar of representation, then we do so at the expense of
forgetting what it is to think. - In short, we attack the error of anthropologism-the

idea of a general human subject who represents us all-with the error of
anthropomorphism: the idea of a world that is fully and adequately given,

without representation, separation or contribution of thought.” Colebrook, C.

(1999, pp. 254-255). | | .

6.01 ENTRY POINT 6:

ON REPRESENTATION

This dissertation is conceived within a framework that is informed by
Derrida, Deleuze and Guattari. It is Derridean in that it tries to envision a non-
authoritarian mode of knowledge production. It stages knowledge that de-
authorizes itself and that undermines itself through its own operations. It avoids

traditional paradigms that assign a fixed meaning to the behavior of participants in
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a study. Moreover, it shuns assigning one interpretation to the meaning
perspectives of participants.

The data for this dissertation were obtained from fieldwork done in an
immersion classroom. The examples retained can neither be considered random
choices nor can they be considered as instances of representation although I have
endeavored to show some of the data as iterative in much the same way as Sprott
(2002, Appendix A). The data render the possibility of creating links and
connections focused on error, correction and focus-on-form. Representation or
looking-at-being-looked-atness incorporates a way of seeing and a way of
representing according to Lather (2001). In and through the type of representation
retained in the previous chapter, the researcher, researched and readers are left
open in what they think they know. In this way, representation takes on the
visage of what Deleuze calls transcendental empiricism.

Whereas poststructuralism focuses on the use and effects of
representation, the subject of representation as interpretation of a fixed determined
Truth is anathema to most poststructuralists. This is especially applicable to those
who look at diversity and difference. Representation touches what is similar and
tries to extrapolate sameness in data. In addition, subject-centering is problematic
at the best of times. It is unacceptable within the conceptual framework adopted in
this dissertation. Therefore, subject-centering would be unacceptable even if

representation were not problematic.
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The study of most second language learning displays a common
assumption that its object of study is ready-made, waiting to be discovered and
that theory is something that can be applied without question. This dissertation
deals with the empirical question of how a “real” (error correction/focus-on-form)
might become meaningful to a student. It uses second language to be able to do
this. It refutes as Young (1991) maintains: “The objectivity of truth processes,
universality of findings, stability of propositions, falsifiability of truth claims, the
successive approximation to general theory and the possibility of prediction: all
aspects of modemn science which cannot be assumed in postmodern (science).”

The choice of error and correction in second language learning was
deliberate. When a person cannot speak a language, it is my opinion that there are
few leamning situations where a learner is rendered more powerless. Cultural
values and known social language structures, for example, are put into question.
Deleuze and Guattari (1980; 1987) spend a great deal of time explaining how
when a follows b, we come to expect that a will follow b. Learning a second
language interrupts this ability to predict thereby interfering with control.
Consider Andrew and the incident with pelleter, the narrative told in Chapter 2.

How can a worldview like that held by positivists/postpositivists be
credited as being crucial to understanding knowledge as a process? How can a
paradigm that seeks to collect only linguistic facts, tests them against hypotheses

and then uses emerging theory to build up understanding and claims to knowledge
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be credited for developing a theory of knowledge regarding second language
learning?

In learning a second language, ideas are still formed but the self is no
longer contained. In a way it reaches beyond into a becoming other than through
the simple act of leamning. I could think of no other type of study that would
demonstrate that power produces a reality for the subject and that this could be
explicated or unfolded through a look at error, correction and focus-on-form. 1
maintain that this is true of all learning and that second language learning forms
part of what can be known of all learning.

Moreover, language learning was used to demonstrate that even under
such conditions, the nature of the operations that we perform on ideas and the
relations that we establish between these ideas and the links that we thereby create
in doing so do not lie in the ideas themselves that are waiting to appear and hence
to be discovered. Instead, the ability to create links and make connections is part
of human potential. In other words, as Deleuze (1953, p. 78; 1991, p. 101)
informs us: “A collection of ideas will never explain how the same simple ideas
are regularly grouped into complex ideas.” Hence, the potential to create relations
among ideas do not inhere in the ideas themselves but in the links and connections
produced by thought.

What kind of links, connections and foldings are needed so that a student

concedes that something is a mistake all the while positing an understanding of
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the correction? Couldn’t a student be taught to form those very links thereby
focusing-on-form as a by-product of this action? In this way, there would be no
trying to control what those links might be. There would also be a recognition that
thinking takes on a multiplicity of forms. After the presentation of data in Chapter
5, can it still be maintained that error can exist as a concept exterior to a learner
decided by a teacher who can transmit the notions of error and correctness
seamlessly? Can it continue to be maintained that learning is a linear, transmission
take-in activity instead of one involving discontinuous nonlinearity and an infinite
universe of possible experiences?
6.02 First Reflection

There are constants underlying the transmission of error. The constant at
work is usually a binary involving right OR wrong. As CHRYSTAL pointed out
to me: “If something isn’t right, then it’s wrong.” If researchers study only the
space that involves those two variables, then they are tied into a very tight link
and connection. If they open up that space or the aporia to include other factors
that might be put on a continuum, for example, they move away from the
unattainable element of causality as taken up in this dissertation. Traditionally,
the transmission of right OR wrong to a student is intended to generate a
correction so that the initial form can be corrected and/or repaired. In the
paradigm retained here, the intent of correction is to cause a rupture within the

language system. If, when, and how that rupture will or might occur is not at
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issue. What is posited in this dissertation is that through error correction, the
world intrudes upon a student, interacts and connects with the student and
possibly mediates with the knowledge of that student. Ermror correction has the
possibility to displace that knowledge and form other connections and links for
that student thereby providing other learning and knowledge. What that student’s
reality will be after the process is (n-1). In other words, it cannot be predicted in
that an event is unknowable and is not linear. There can be no one-to-one
correspondence with what is right and how it will be taken up. Prediction is only
possible in that a change will occur. Too many choices are as bad as too few. A
student can refuse to comply.(Refer to (SG) in the previous chapter.) Can we
conclude that correction has failed in his case even though he maintains that douze
heures is just as good as minuif? Can we say that (MM) has learned because he
has not made the same mistake when he asserts that he gave Mme XX the answer
that he thought she wanted? What kind of change error correction might cause
and how precise that change will be are unpredictable. .

Perhaps what focus-on-form does is endeavour to open theapona In this
way, there is the possibility that uncertainty might be introduced. Where there is a
possibility, a reality is already preformed. In other words, whenever a student
entertains a possibility of correctness, a reality of that correctness is already being
formed and thought. New learning can occur. The Deleuzean question (Deleuze,

1986. p. 90) that comes to mind is: “How can we unhook ourselves from the point
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of subjectivation that secures us, one that nails us down to a dominant reality?”
Within this type of conceptual framework, the question for this dissertation can be
restated as: How does correction or a focus-on-form make a student unhook
from a form of secure assumed real knowledge?

When (SG) noticed the form that is minuit, he did not reject that form
openly. However, he also did not get rid of his own form, douze heures, which
came from the English. For this student, perhaps douze heures was a secure
assumed real knowledge. (SG) had corrected the form before the interview and
students had discussed minuit in class as well with the teacher. We had looked at
the forms together although I did not point out that one form was correct in
French whereas the other was not. At the same time, I did not try to mediate
answers with him and tease out what might have been the perceived difficulty.
(MM) might have provided a certain mediation in his responses but others might
argue that mediation requires more than the hints and responses given by (SG).
For the duration of the study, (SG) continues to assert that there is no difference
between the two forms. (SG) maintains that both forms are the same and that he
has not made a mistake. Could the correction of error through focus-on-form, the
use of indirect negative evidence to the learner have interrupted temporality or
duration in this case and in doing so also have interrupted the meaning-making

process?
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In the previous chapter, I drew a comparison between (SG) and Andrew in
Chapter 2 with his pelleter problem. Perhaps this interruption can cause a rupture
in the flow of time for as Boundas (1993) reiterates good and bad are only the
products of a temporary selection, which must be renewed. The rupture of
existing codes and structures (perhaps the first grammar or syntax learned and the
original parameters set to use Chomskyan terms) begi.ns to grow new lines of
flight but these may or may not be noticed. (SG) has noticed the new form. I do
not think that he has rejected that form. He simply has not abandoned his old
form. In the second language literature in reference to focus-on-form and focus-
on-meaning, Doughty and Williams (1998, p. 3) state that: “There is a need for a
prerequisite engagement in meaning before attention to linguistic features can be
expected to be effective.” Perhaps...as long as this is taken to mean that we must
move away from judging on the basis of the objectivity of surface appearances
only as is the continued custom in second language research which has espoused
classroom research only about a decade or so ago. Perhaps. ..on the condition that
we do so remembering that we restrict heuristic practices when we try to interpret
the behaviour of another. For the purposes of reflection, isn’t (SG) dealing with
more than just meaning here? Isn’t he also dealing with more than just noticing
and focus-on-form? Could we say that the correction has ruptured his knowledge
flow but it has caused him to effectuate repair? Is there a necessary transition in

this case that makes the two forms existing side by side in the system mandatory?
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Could this be related to what Lyster and Ranta (1997) concluded that explicit
correction, as was the case in the data issuing from this classroom, did not make a
student repair an error? This held where a teacher would repeat the form correctly
without the mistake. It was the technique most often used by Mrs. XX. According
to these researchers, the opposite was true. When a student was corrected but the
correct answer was not supplied, there was more student repair of a structure if a
sort of negotiation or mediation (Aljaafreh & Lantolf (1994); Lantoff, 1996) took
place.

One could argue that in the case of (SG), the correction was not given at
the optimum time. This issue is also discussed in the second language literature
(Lightbown, 1998) as if this could be established by a teacher outside the leamner.
A concept like this is popular in a transmission model of language where as
pointed out in this dissertation, there is the belief that knowledge can be
seamlessly and unproblematically transmitted to a learner and that learning is
controllable and can be controlled.

The learning of a second language in a school setting is not the mindless
affair that we have been led to believe occurs in learning a first language within
the home. The learning of a second language in the context described in previous
chapters requires effort. The child must not only openly learn to communicate but
must do so as accurately as possible. Hence the emphasis has been on research on

focus-on-form, the use of input enhancement, language awareness, the use of
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negative and positive evidence and like nomenclature in current second language
literature. How does the idea of correctness get conveyed to the learner and how
does the learner take this up? The subject-object polarity retained in this type of
question, one asked frequently in second language research, does not underlie
learning in the conceptual framework retained for this dissertation. Holland
(1997) reminds us that we are a biological part of nature. Therefore, human
activity and experience contributes as much to the development or self-
differentiation of nature as nature does to our own development. If the method of
grouping ideas is in principle external to what it groups, then relations among
ideas that it constitutes are also external. “If they are external,” Deleuze (1953, P
73, 1991, p. 98) tells us, “the problem of the subject as it is formulated in
empiricism, follows.”

Transcendental empiricism constructs the subject dually. It does so first in
the present and secondly in the future by linking and connecting experience of the
present to the past. As Colebrook (2002, p. 81) explicates: “ The subject is
constituted within the given or experience but also imagines or projects to the not-
yet-given future.” It is transcendental empiricism that serves as a ground for this
dissertation. (1) Through a look at focus-on-form, it suggests that the subject is
the product of social and other external mechanisms. As Colebrook (2002, p. 81):
“We can no longer think of experience as experience of some subject.”; (2) The

subject is fully capable of manipulating those very mechanisms under certain
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circumstances; (3) The reading of the word and the world (Freire, 1993) is
sensitive to experience and experiential connections. It is activated, becomes
operational and actualized in the situation in which it occurs and could be
influenced by experience; (4) The subject is a product of self inventing and the
result of conforming to an existing norm (Lather, 2001); (5) Events are marked as
real/true creating the impression of a whole thereby interrupting time and space.
6.03 Second Reflection

Working within the positivist/postpositivist paradigms, Izumi and Bigalow
(2000) interrogate how noticing is related to learning. Correction might carry with
it the potential of involving noticing. However in the case of all students in this
dissertation study, it does not seem to be a determining factor in learning a correct
form. Moreover, is it possible that noticing might interrupt temporality? Would
noticing make a learner attend to specific aspects of the input and might this not
only be extremely important in learning those very aspects but also, if accepted by
a learner, might they not make a learner aware that a certain form is unacceptable?

Tomlin and Villa (1994) maintain that noticing and awareness are not the
same. In most of the data, through discussion with me, students had noticed and
they were aware of the correction. This was especially true with the use of video
in the classroom and with exemplars of their written work. Perhaps as Izumi

(2000) and Izumi and Bigalow (2000) maintain, noticing must be
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reconceptualized. Reconceptualization does not form part of their paradigm;
redefining does. Only a paradigm that moves away from an all-engulfing
methodology and allows a place for ontology and epistemology can also create
and recreate concepts. Situating their work within the traditional
positivist/postpositivist paradigms, they can only deal with cause-and-effect and
worrying about adequate or inadequate data interpretation. Within their paradigm,
it is this that they believe will allow them to move along theoretical and empirical
lines since that is their aim. It is the alternative presented here that allows for that
type of reconceptualisation. Accuracy and error transcend empirical linguistic
data involving noticing. I maintain that there are many more factors to consider
besides noticing the linguistic input that might cause a learner to become aware of
error and correctness. In addition, neither noticing nor awareness alone or together
is enough to convince certain learners that a given form is correct. Error
correction and focus-on-form deal with becoming other than what was as does
any reconceptualisation.

Stockall (2001, p. 31) states that: “The creation of a whole is actually an
active response of memory. Buchanan (1997) reiterates that: “In the given
(experience), the subject is without agency. To gain agency, the subject must
transcend the given. The way the subject does this is through appropriation.” I
use appropriation in the same way as Buchanan. “Appropriation means that which

posits uses as creative acts. It enables the subject to particularize the universal and
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to put the normative data from whatever source which would ordinarily govern
his or her existence to his or her own use.” In the second language literature,
Lightbown and Spada (1990) hint at this by suggesting that activities involving
focus-on-form become an integral part of a communicative classroom. Schmidt
(2000) also suggests incorporating instruction with focus-on-form referring to it
as being promising. Wouldn’t the subject then be appropriating through uses?
Wouldn’t these uses be creative? Freedom might be possible and it might be
circumstance created in such a classroom that made this freedom possible. Could
it be that it is this that sets decoming other than into motion? Perhaps it is error
and focus-on-form that needs to be reconconceptualized under these
circumstances and not noticing as Izumi (2000) and Izumi and Bigalow (2000)
suggest.

Representation of data in this dissertation retains two concepts from
Deleuze and/or Guattari (1976; 1993). The first is that of the rhizome. The
second is the Deleuzean (1988; 1993) idea of Je pli or the fold. It is the texture of
the fold that Mullarkey (1997, p. 457) states: “can ultimately uncover an abstract
folding process that comprehends physical, psychological and cultural phenomena
at all levels.” It is this concept that offers a reconciliation between the dichotomy
of the inside and the outside. The fold does not allow for an outside that
influences the subject in a cause-effect manner as posited within the positivist—

postpositivist paradigms. The fold, enfolding, unfolding disallows that the human
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be looked at in terms of an object that can be acted upon as if it were an inanimate
object since direct action from without (input for want of any other nomenclature)
cannot predict and control what happens within. By the same token, le pli or the
fold does not allow for the given to account for a result within a human subject.
What a fold does is to try to capture and represent an iterative process that occurs
when meaning is created, recreated and so forth. Moreover, in the concept of the
fold there is a certain idea of stability that through the folding and refolding, there
is a quest going on to maintain and retain stability within an individual student’s
system. Applied to focus-on-form and error, is it possible that we could be
looking at a process that has the potential to be put into motion when worlds
collide? If conditions for the student are optimal, might not that collision cause a
folding and it is at this point that there is potential to become other?

In Chapter 3, I attempted to explicate or unpleat the conceptualization
used in the type of structuralism associated with Ferdinand de Saussure. In
endeavoring to make language (and culture) more scientific, he posited that a
system such as language had a center. It was this center that not only organized
but also maintained and sustained the structural integrity of that system. One of
the first reactions to decentering that center or core comes to us from Derrida
(1967, 1998b). Another has come to us from Deleuze and Guattari (1980; 1987)
in their many books written individually or together. A system can branch out in

all directions. It still has a center that they describe in terms of a root system with
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a taproot to which every branch is connected and interconnected. This system can
be hierarchical. This is the system involved in cause-effect research and the
positing of typologies. The other type of system they call rhizomatic. There is no
center and no hierarchy involved. This system spreads out in all directions, it
crisscrosses, folds and unfolds across different planes. As Burbules (1997)
explains: “A rhizomatic system grows in all directions, allows passages along
many alternate routes with no governing set of rules for deciding which of many
branching options to choose or how to organize the results one finds there. It is a
whole made up of multi-dimensional planes where links are created, fold back
onto themselves, enfold only to be unfolded and folded once again.” How the
folding is done and when it will occur is not the issue. The system will fold and
unfold continually returning but there is no beginning and no end to the process.
It is the iterative process, the ways of connecting and the possibility of the
connections that can be made that are the focus, not trying to figure out the lines
of the iterative process or what specific link will create a response as if it were
controllable. When we link or make a connection, we are not necessarily in
control of that linking. The links thereby created serve as a holding pen or a
boundary which help and hinder. Link creation is facilitated but at the same time
it is limiting by limiting the infinite possibilities that could be created and assigns
a presence (n-1) through a marking of signs. Choices are made but they do not

have an infinite degree of freedom associated with them for we seek to gain
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stability in the linking of present, present-past and future. What does error
correction do? Does it lead to accuracy? It is my impression that it could but that
not all items are open to its influence in the same way. In the case of how to write
verbs in French, error cotrection seems to be of some use but then so does rote
learning in terms of memorization and practice where accuracy at this level is
easy enough to grasp in isolation.

The same thing cannot be said about how to use these same verbs in
context. At that point, there are links and connections that must be made in order
for accuracy to take place. In addition, these connections and links are not as
amenable to outside influence as we would like to think. Because we teach a rule
for example, does not mean that it will be taken up, understood and applied in the
same way as was intended by the teacher. There is also evidence that once
meaning creation through folding is given wider berth, the items do not come
under the same organizational system, (not under teacher control), then the
acceptance of correction becomes more idiosyncratic. Sometimes, the correction
might be accepted and there are just as many chances that it will be rejected.
Even when it is accepted, the correction might cause a momentary fluctuation in
the system and have no more effect. In other words, the system that as posited in
this dissertation is made up of multiplicities and planes that did not become

unstable only through correction.
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There are instances where a correction or an incident often associated with
the emotions or affect, embarrassment created by the correction, for example, can
cause a rupture in the system. I believe ALICE hinted at this in my discussions
with her. Too a certain degree, all other student participants seem to have included
emotions and affect in their responses to correction. That type of rupture disturbs
the system and stability is sought at all costs. The system then might incorporate
the new link or connection and right itself. How many of us have had a very
embarrassing moment concerning accuracy and being corrected in any subject
that caused such a rupture that we remember the incident from years ago with
almost the same emotion that occurred the day it happened? And how many of us
have promised ourselves that we would never make the same mistake again and
have been more successful than not in doing this? Perhaps affect allows lines of
flight to be created and travel across multiplicities in the same way as does an
interruption of temporality.

We have the possibility to create links and connections that lead to
meaning- making. When some things are held constant, learning of these items
will occur. Astolphi et al. (1997) give examples of these in the teaching of
scientific vocabulary and formulae. They advise us to allow a student to construct
meaning and to offer correction and feedback concerning the path, or direction
(connection) taken thereby ensuring all the while that the final invariable Truth be

maintained. In this type of learning, the end is determined and invariable. The
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student is permitted to take certain paths determined and encouraged through
different exercise and experiments to move toward this determination. Correction
and feedback are used to make certain that the infinite number of paths is reduced
to only a few. The student retains the element of choice throughout but the end is
controlled and controllable under these circumstances. I would equate this to
putting out several sets of clothing for a child who insists on being autonomous in
being able to choose their own wardrobe at the age of two or three. Each set of
clothing matches within the boundaries set up by the parent for that set of
clothing. The rule that no mixing of sets is allowed is necessary. The child
eventually conforms to the rules and does not usually complain too loudly.
Freedom of choice has been maintained but only the choices offered by the sets
chosen by the parent who retains control of the situation enter into play. Does the
child learn how to combine colors from this exercise? Perhaps.

Let us return to Astolphi et al. (1997) who have sometimes compared
second language leaming to learning science. It is quite possible for a child to
learn certain things in this way in second language. In addition, it is quite
possible, perhaps even highly probable that correction under these circumstances
works very well at keeping a student on the right path. As already stated in this

chapter, perhaps some items lend themselves more easily to correction than

others.
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To go from that assumption to a universal generalization that this type of
knowledge organization is equivalent to that central root system first posited and
to apply it to language-learning posits that everything is controllable and that:

(1) there can be a one-to-one correspondence between what is taught and what is
learned; (2) we have resolved what is necessary to be able to communicate
accurately in a second language and the hierarchical order in which this should
occur (hierarchical order is part of this paradigm); (3) subjectivity is expressed
through language and (4) it is language, in turn, that constitutes subjectivity.
These form quite the quantum leap.

6.04 Third Reflection

As outlined above, error and correction carry with them a great deal of
potentiality. They carry with them the potential to make what Derrida (1981, p.
168) calls: “The disappearance of any originary presence, the disappearance of
originary conciousness, of absolute certainty, of immediacy, of the degree that is
at once the condition of the possibility and the condition of the impossibility of
understanding self and other.” Is this what it takes for error correction in terms of
focus-on-form to be useful once a student has noticed and become aware of a
mistake? Is a noticed mismatch enough to cause a rupture? Is awareness of a
mismatch enough to cause a rupture? What is a rupture? By rupture I mean that
out of the infinite flow of experience possibilities that we cannot define, a student

might be induced to link with one (n-1). In this way, a presence is assigned
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(noticing/awareness). It is when that presence enters the system that there is the
potential for that system to change. However, for a rupture to take place, perhaps
we need more. Absolute certainty must disappear. Could the “maybe” and the
“we don’t know” concerning minuit/douze heures cited by (SG) be taken as
empirical evidence of this? Can (SG)’s response to my questions be such an
indicator?

Is this indicative of the degree that is at once the condition of the
possibility and the condition of the impossibility of understanding self and other?
Is this aporia? If so, is this a necessary condition to cause a system to rupture and
take a line of flight and make another link and connection with the experience
potential? In such a worldview, focus-on-form might cause a rupture in a
knowledge base. However to go from there to posit how, when and where this
rupture will take place is to imply that we can control learning and that what is
taught is, can be and should be taken up as such. To posit this can only situate
focus-on-form within a monolithic view of language learning within an
immersion program. A non-monolithic view of language learning is needed for
this conceptualization of error to flourish. That would call for a rethinking of
language teaching and learning where we would have to remember that learning is
situated in a social context. As such, the context goes into making up part of the
experiential flow that has the potential to be taken up in the (n-1).

6.05 Fourth Reflection
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The conceptualization used in this dissertation posits that meaning is not
inherently situated within a text. As Colebrook (2002p. 81) posits: “The human
subject is the effect of one particular series of experiential connections.” These
connections create, constantly recreate, co-create and create a reality in an
iterative manner from the flow of experience. It is for this reason that Chapter §
was organized to provoke thought in the reader in an attempt to form a rhizome
through the process of rhizoanalysis with the possible explanations thereby
inciting the reader to make links and connections. To pursue a sort of transcendent
scientific Truth under these circumstances does not mesh. Can we control this
creation and recreation, these connection and link formations so as to describe
them? That would mean the positing of underlying universals. The most famous
theory related to this comes to us from Chomsky (1981a, 1981b) and Universal
Grammar which sanitizes language learning so that it can be studied
“scientifically”. The best analogy that can be formed under these circumstances is
a comparison between Newtonian physics and quantum or Chaos theory. The
former deals with observable and measurable regularities in a system and omits
all irregularities since it works on a linear level; the latter deals with
unpredictability of change and iteration within a system.

6.06 Fifth Reflection

Episteme and structure are united according to Derrida (1979) for

knowledge, meaning and understanding ground the structure behind what can
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be known and how it can be known. Error and correction interrupt the set
structure. In this way, as Derrida (1997; 1998a) states, all language carries
oppression within it. We all have un vouloir dire or a wanting 1o say or to
express ourselves within us. Language carries discreteness in its wake through
restrictions imposed on it by syntax, vocabulary, grammar and semantics to
name a few. These elements limit this vouloir dire. Could it be this limitation
that gives the impression that knowledge is fixed? Could it be this limitation
that allows second language theorists to posit that method is the only thing

that has merit in conducting research?

Pallas (2001, p. 6) informs us that: “Epistemologies are central to the
production and consumption of educational research. Since epistemologies
undergrid all phases of the research process, engaging with epistemology is
integral to leaming the craft of research. Moreover, epistemologies shape
scholars’ abilities to apprehend and appreciate the research of others.”
Perhaps focus-on-form has the potential to bring a student’s episteme and
structure, the student’s very grounding for a knowledge base in reference to
what can be known and how it can be known into question. In this way, it has
the potential to disrupt a system. Oppression is but part of the flow of
experience and has the possibility of being (n-1) somewhere along the line.
Doesn’t the arbitrary division between focus—on-form and focus-on-meaning

then also have to be reconceptualized in that they are manifestations of one
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and the same thing. Couldn’t they just be different manifestations of the
experience flow (n-1) carrying with them the potential to effectuate change

within a system formed of different and differing planes?
6.07 Sixth Reflection

It is the language model used in research and its underlying episteme
that limits, defines and delimits the wanting to say and situational meaning-
making. Temporal logic can only work with the aporia or the spacing. It
cannot work with a ground or anteriority. An aporia is a crisis. It is not a
specific crisis like that mentioned in the Second Reflection (6.03) in this
chapter. If I have too many choices, I am paralysed. IfI am given no choices,
I am controlled and I am still paralysed. Insert error correction into this.
Consider the outcome of Lyster and Spada (1997) in which they state that they
found that correction involving negotiation of form was far more efficient at
getting students to repair or correct than when a student was given a correct
answer by a teacher. Could the correct answer supplied by the teacher have
caused a crisis in that the student was given no choices? Could this type of
focus-on-form affect the experience flow and disallow a student to make a

necessary link or connection with that experience in an (n-1) fashion? What
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kind of learning are we really talking about? Is learning connected to

knowledge in these cases? What can be said about learning through affect?

6.08 Seventh Reflection

As already mentioned, according to Payne (1999), aporias are what
Derrida calls those moments where oppositions are held in mutual suspension,
neither term being granted structural primacy or qualitative superiority. The
literature on error correction and negative feedback, like the study conducted
by Izumi and Lakshmanan (1998), for example, suggests that it can be seen
that no matter what the means used to correct error or to draw attention to a
grammatical feature in the input, there is a period where in some instances two
terms take on indeterminacy and are used sporadically by a student in
meaning-making. Holding two choices has the potential to interrupt the
experience flow. However, before a student links in a meaningful way with
that experience flow (n-1), the two terms are both linked with the experience
flow (n-1a; n-1b). If a rupture does not take place concerning one of these
two items, both might be continually replenished through iteration folding and
enfolding with the experience flow. Perhaps this is an explanation for

fossilization as explained in the literature.
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6.09 Eighth Reflection

This dissertation has dealt with second language learning research and it
has proposed that research on error correction and second language learning in
general must move away from the paradigm in which it now situates itself. At
issue in this eighth reflection is trying to link the poststructural paradigm retained
to be of use to education and teachers who are the practitioners in the field. In
doing this, I pick up where I left off in Chapter 1 about how a research paradigm
dribbles down into the classroom not only through textbooks but also into second
language teaching.

The findings of Kennedy (1999) suggest that what teachers found most
important and relevant to them were the studies that tried to bridge the gap
between teaching and learning. Those studies that dealt with teaching only, how
to teach, what to teach and with student learning alone were given little credence
and relevance by these practitioners. In sum, the questions researchers choose to
study and how they link to teaching and learning are the ones that allow teachers
to make headway in a classroom.

Kennedy (1999, p. 536) states that: “Teachers did not need narratives or
ethnographies to forge analogies between the studies they read and their own
situations and practices; they can make the connections themselves.” How can an
inquiry situated in the postmodern and taking up a poststructural worldview do

this? One of the first things that comes to mind is teachers doing action research
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on error correction and focus-on-form in light of the conceptualization of learning
and knowledge advanced in this dissertation. An entry point would be to look at
pedagogy as a concept given that pedagogy provides that much-needed interface
between teaching and leaming. In the school where I am principal, and where we
have recently obtained a grant to conduct action research in a minority language
learning situation, we have adopted Lather’s (1991) definition of praxis in that
pedagogy is: a process that includes the teacher and the learner and the knowledge
they create together. This view of pedagogy has become part of our school
success plan that is based on promoting language learning in minority language
situations. This view of pedagogy and the school success plan have been agreed
upon by parents, teachers, students, staff and administrators. In our case, we are
preparing for school-wide action research (Hollingsworth, 1997) to be conducted
on reflective teaching practices situated within this context.

Action research is also called first-order-research (Hollingsworth, 1992). It
allows teachers to make links and connections between a reality that is theirs in
the moment and to construct knowledge in a conscious iterative manner through
reflecting and forming reflections on their practices thereby creating a new reality
and renewing the process within the context of working with students and other
colleagues. In this sense, action research is perfectly in line with the

conceptualization of knowledge put forward in this dissertation.
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Teachers must become aware of the literature in relation to their focus
area. As mentioned already, of relevance to most teachers is research that
addresses bridging the chasm between teaching practices and learning. Also of
relevance, is that teachers must own the processes by which and through which
they conduct this research. The links and connections they make are theirs and it
is these links and connections, these moments of inspiration and epiphanies that
are important to bridging gaps, making connections and creating links. If the
central question driving that research is about error correction and focus-on-form,
for example, what students produce as evidence, writing samples, language
exercises, portfolio artifact exemplars, tests, along with other observational and
nonobservational data, allow teachers a window on a reality about information
processing, problem solving, creating links and connections and looking for the
applicability of correction. Ongoing and long-term continuous involvement in the
teaching-learning process allows a window to open up on teaching-learning and
the complexity of the operations involved. This involvement allows teachers to
learn from students, and vice-versa thereby producing different types of
knowledge and to do so differently. As Koller (2001, p. 141) brings to the
foreground in mapping his move from paradigm paralysis to a new approach to
his language teaching: “Therein lies not only the challenge but also the reward:
daring to do something new, because success lies in the journey, not in the

destination.”
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6.10 Final Thoughts

The more light that we can shed on a quasi-object (Latour1991; 1994) like
language learning situated within a conceptualization of knowledge as advanced
in this dissertation, the more we can begin to understand the opening and closing
of spaces and how they are related to the iterative learning process. Reflection is
needed in order to allow new links and connections to be created for the folding
and enfolding to occur. If T have done nothing more in this dissenai.on than have
my reader reflect on the process of correction, its place in the classroom and on
the conceptualization of error in a binary and the problems that incur, I have made
links and connections between my reader and myself and opened spaces. When
we, as educators, act unquestioningly in our classrooms regarding error and
correction, we are not adding to an understanding of the nonlinear system that is
knowledge. When we reflect on our practices in an attempt to link and fill the
gulf between learning and teaching, we are renewing a reality, contributing to

knowledge and dealing with educational renewal.
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APPENDIX C

Outline of presentation given to the Governing Board of the school where the study was
conducted in February 2000.

INTRODUCTION

BACKGROUND OF THE STUDY

STATEMENT OF THE PROBLEM

PURPOSE OF THE STUDY

RESEARCH QUESTIONS

CONCEPTUAL FRAMEWORK

METHODOLOGY

REFLECTIONS ON LEARNING FRENCH IN AN IMMERSION SITUATION
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APPENDIX D: PROPOSED STUDY TIMETABLE AND OUTLINE OF ACTIVITIES

Week 1

~classroom observation, explanations, and confidence building among
participants-introduction of the notion of think aloud protocols;
-starting observational log and identifying potential participants;
-beginning journal;

-obtaining parental, and student permission to participate.

Week 2

-begin using think aloud techniques with participants;

-begin videotaping classroom activities featuring participants;
-begin viewing of classroom activities with participants;
-begin interviews after viewing;

-continue observational log and journal.

Week 3

-transcribe data;-continue observational log and journal;-possible
introduction of focus group interviews.

Week 4

-check transcriptions with participants-review videotape if necessary;
-continue think-aloud procedures;

-begin interpretation interviews with participants individually and possibly in
focus-groups;

- continue observational log and journal.

Week 5

-continue think-aloud protocols;

-continue videotaping classroom activities featuring participants;
-continue viewing of classroom activities with participants;
-continue interviews after viewing;

-continue observational log and journal.

Week 6

-transcribe data;
-continue observational log and journal.

Week 7

-check transcriptions with participants-review videotape if necessary;
-continue think-aloud protocols;

-continue interpretation interviews with participants;

-continue observational log and journal.

Week 8

-transcribe data;
-continue observational log and journal.

Week 9

-check transcriptions with participants-review videotape if necessary;
-continue think-aloud protocols;

-continue interpretation interviews with participants;

-continue observational log and journal.

Week 10

-transcribe data;
-check transcriptions with participants-review videotape if necessary
-continue observational log and journal.

Week 11

-begin think-aloud procedures in relation to written work;
-begin interpretation interviews in relation to written work;
-continue observational log and journal.

Week 12

-continue think aloud procedures in relation to written work;
-continue interpretation interviews;
-transcribe data;-check transcriptions; complete observational log.
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APPENDIX E

LETTER OF INFORMATION TO PARENT OR GUARDIAN (Adapted from: Cone,
J.D. and Foster, S.L. (1997). Dissertation and Theses From Start to Finish.
Washington, DC: American Psychological Association)

Date
Dear Parent or Guardian:

Your permission is requested for your daughter or son to take part in a study
conducted on learning processes and the nature of language input and error correction in
learning French as a second language in an immersion program. The research project,
entitled: 7hrough a Lens of Difference: Reconceptualizing Input and Iis Role in Teaching
and Learning a Second Language, will enable me to reach a further understanding of the
what is involved in the process of learning a second language.

What is involved? The study will take place over a twelve-week period. Exact
meeting times will be determined with the teacher(s) and participants so as to ensure the
least disruption of normal class schedules and routines. In the first two weeks of the
study, participants will meet me a maximum of twice a week. A student who participates
will be asked to spend a maximum of forty-five minutes with the researcher at any one
time during the twelve weeks. This includes travel time between the student’s homeroom
and the classroom set aside for research purposes. Participants meet me a maximum of
twice a week for the following four weeks. The next five weeks involve meeting with me
once a week. In the final week of the study, a student will meet me a maximum of twice.
The task division is as follows: Encouraging your child to think out loud as s/he reflects
on work that has been done; Viewing of the section of the classroom videotape where the
student is featured; Describing in the student’s own words what is being perceived of
her/his actions on the video; In -depth interviewing and participant re-viewing of
transcriptions and interpretations. Examples of the kinds of actions on the video might be
those of the student receiving help from the teacher, interacting with other students in
class, or asking a question during a teacher-centered activity. Then the student will be
asked about perceptions of the situation so as to share the perception of the nature of the
- type of evidence presented on video and already described by the student. These sessions
will be audio-taped.

Potential Benefits and Concerns This activity will be scheduled in such a way as
to ensure that the participant not miss a block of more than forty-five minutes of class
work at a time. These periods will occur sporadically over a twelve-week period. In this
way, it is hoped that regular classroom routine will continue with the least
disturbance. A possible benefit in participating in the project is that the student might be

14S, rue Jean-Sacques-Lussier C.P. 450, Suce. A 145 Jean-Jacques Lussier St., P.O. Box 450, Stn. A
Ottawa (Ontarlo) KAN 6NSCanada  Ottawa, Ontario KN 6NS Canads
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encouraged to think about how language is learned and the notion of correctness in
French.

Participation is voluntary Your daughter or son’s participation in this study is
completely voluntary. There will be no penalty if you do not wish your daughter or son
to be in the study and participation in the study will not affect marks on the report card.
S/he may withdraw at any time during the study and refuse to answer any of the questions
asked. S/he may ask me any question about any part of the research being conducted.

Information is confidential All information will be held as confidential as is
legally possible. Only I, my thesis supervisor (Dr. Mssny), participants, their parents and
school authorities will see the interview questionnaire. Audio-tapes and videotapes are
synthesized and analyzed only by myself, Dr. Masny and participants. Your child’s
family name will never be used on the tapes. The site of the study will not be disclosed.
For auditing and recording purposes, your child’s name will be removed and replaced
with a code so that s/he can no longer be connected to a given response. All audio and
video tapes will be stored under lock and key in my filing cabinet in my study where they
can be accessed only by me. They will be destroyed at the end of the study. Should a
participant withdraw from the study, the relevant data will be destroyed immediately.

Questions? 1 would appreciate it if you would please sign both copies of this
letter and return one copy to me whether or not you would like your child to
participate. You may keep this letter for your own records. If you have any questions,
please feel free to call Ms. Thérése Dufresne (450-XXX-XXXX). You may make
arrangements to see exemplars of interview questions if you wish to do so. All
information requests concerning ethics or complaints about the ethical conduct of the
research project can be addressed to Ms. Lise Frigault (613-XXX-XXXX ext. XXXX),
Protocol Officer for Ethics in Research, Tabaret Hall, Suite 302, University of Ottawa.

Thank you for your consideration.

Thérése Dufresne, MA (Ed); Ph.D. candidate

145, rue Jean-lacques-Lussier C.P. 450, Suce. A 145 Jean-Jacques Lussier St., P.0. Box 450
X 2 . P.O. , Stn. A
Ottawa (Ontario) K1N 6NS Canada Ottawa, Ontarlo K1N 6NS Canada
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Please check the appropriate boxes and send this form back to school with your
daughter or son by » 2000.

O I have read and understand the létter of information to parent or guardian. I give my
consent for my child to participate in this study.

O I would like more information before giving consent for my child to participate in the
study.

0 Ido not wish my child to participate in this study.

Parent’s Signature/Date

Child’s name:

Child’s Signature:

Researcher’s Signature:

PLEASE COMPLETE AND RETURN THIS FORM TO THE SCHOOL WITH
YOUR CHILD AS SOON AS POSSIBLE. THANK YOU.

145, rue Jean-Jacques-Lussier C.P, 450, Suce. A 145 Jean-Jacques Lussier St P.0. Box 450, Stn. A
©  Ottawa (Ontario) K1N 6NS Canads Ottawa, Ontario K1N 6NS Canada o
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APPENDIX F

INFORMED STUDENT CONSENT FORM

This form is read to the student who has received a copy of it and who will keep a copy
of it for her/his records.

I want to participate in the study which will be about error correction in my
learning of French. I understand that:
e [ do not have to participate in this study;
that nothing bad will happen if I do not participate in this study;
that I will not get marks or credit for participating in the study;
that I do not have to answer Ms. Dufresne’s questionsif I do not want to do so;
that [ can ask Ms. Dufresne any question about what she is doing in research;
that I can decide to leave at anytime during the study;
that the study will last for twelve weeks and that these might not necessarily be
consecutive;
¢ that Ms. Dufresne will use videotape as well as audiotape in the study;
that I will be asked to re-view what Ms. Dufresne has written about what I said.
that I will be asked to participate in all data interpretation and re-presentation;
that no single interview will exceed forty-five minutes;
that my name will not be used in the final report in order to ensure
confidentiality;
o that interviews will be held during class time but only with my teachers’ consent.

In signing this form, I agree to:

e being video taped in class;

e allowing myself to be audio-taped during meetings with Ms. Dufresne;

e learning how to use think-aloud protocols. I understand that each of these meetings
will last no more than forty-five minutes each and that I will not meet Ms. Dufresne
more than twice a week to learn to do this;

e missing class time in agreement with the teaching schedule so that I do not miss a test
or examination. I understand that each of these meetings will last no more than forty-
five minutes each;

e spending time but not more than forty-five minutes at any one session with Ms.
Dufresne over a twelve week period,

14_5. rue Jean-Jacques-Lussier C.P. 450, Suce. A 14S Jean-Jacques Lussier St P.0. Box 450, Stn. A
Ottawa (Ontario) KINGNSCansda  Ottawa, Ontario KN 6NS Canads. T
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o meeting with Ms. Dufresne for a maximum of twice a week for the first six weeks of -
the study. I understand that each of these meetings will last no more than forty-five
minutes each; .

¢ meeting with Ms. Dufresne for a maximum of once a week for the next five weeks
after that. I understand that each of these meetings will last no more than forty-five
minutes;

¢ meeting with Ms. Dufresne for a maximum of twice a week in the last week of the
study. I understand that each of these meetings will last no more than forty-five
minutes;

¢ helping Ms. Dufresne by re-viewing what she has written about what I said.

I declare that Ms. Dufresne has read this form to me, and that she has
answered all my questions concerning this form.

Participant’s
name:

please print here

Participant’s signature: Date:

Researcher’s signature:

Witness’s signature:

145, rue Jean-Jacques-Lussier C.P. 450, Succ. A 145 Jean-Jacques Lussier St, P.O. Box 450, Stn
Ottawa (Ontario) K1N 6NS Canada Ottawa, Ontario K1N 6NS Canada
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APPENDIX G

LETTER OF INFORMATION TO TEACHERS (Adapted from: Cone, J.D. and

Foster, S.L. (1997). Dissertation and Theses From Start to Finish. Washington, DC:
American Psychological Association)

Date

Name

Title

Inside address

Dear XXXX:

My name is Thérése Dufresne and as part of doctoral studies at the Faculty of
Education University of Ottawa, I am conducting research on learning French as a second
language in a classroom situation. The study focuses on revealing the processes that
enable learning to take place by addressing the processes involved in how input and error
correction influences a learner to learn French. The purpose of my research is to further
understanding regarding error correction in a second language situation.

A first step in conducting this study was to secure permission to do so at the board
level. Iam presently at the stage of seeking permission from your governing board,
principal, and teachers at your school, the proposed site. This will be followed by seeking
permission from parents and students to conduct the study. I have attached, in appendix,
letters of explanation, and exemplars of informed consent forms for all participants. In
addition, I have included exemplars of interview questions and the proposed research
timetable.

Ms. XXXXX, this study is aimed at furthering our understanding of second
language learning by focusing on revealing the processes that enable learning to take
place or, conversely, do not allow them to take place. With your help, I hope to be able to
shed some light on this problem.

Your permission is requested to allow six of your students selected at random
once permission to participate in this study has been granted by parents and students to
take part in a study conducted on learning processes and the nature of linguistic evidence
to the learner in a second language situation. The research project, entitled 7hrough a
Lens of Difference: Reconceptualizing Input and Iis Role in Teaching and Learning a

145, rue Jean-Jacques-Lussier C.P. 450, Succ. A 145 Jean-Jacques Lussier St, P.O. Box 450, Stn. A
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Second Language, will enable me to reveal how the processes a learner uses to leam a
second language using efror correction.

What is involved? The study will take place over a twelve-week period. Exact meeting
times will be determined with you and participants so as to ensure the least disruption of
normal class schedules and routines. In the first two weeks of the study, participants will
meet me a maximum of twice a week. A student who participates will be asked to spend
a maximum of forty-five minutes with the researcher at any one time during the twelve
weeks. This includes travel time between the student’s homeroom and the classroom set
aside for research purposes. Participants meet me a maximum of twice a week for the
following four weeks. The next five weeks involve meeting with me once a week. In the
final week of the study, a student will meet me a maximum of twice. The task division
is as follows: Encouraging the student to think out loud as s/he reflects on work that has
been done; Viewing of the section of the classroom videotape where the student is
featured; Describing in the student’s own words what is being perceived of her/his
actions on the video; In -depth interviewing and participant re-viewing of transcriptions
and interpretations. Examples of the kinds of actions on the video might be those of the
student receiving help from the teacher, interacting with other students in class, or asking
a question during a teacher-centered activity. Then the student will be asked about
perceptions of the situation so as to share the perception of the nature of the type of
evidence presented on video and already described by the student. These sessions will be
audio- taped. As a teacher, your role would be to facilitate this process and to share your
insight concerning when the research could and should be conducted.

Potential Benefits and Concerns This activity will be scheduled in such a way as
to ensure that the participant not miss a block of more than forty-five minutes of class
work at a time. With your consent, these periods will occur sporadically over a twelve-
week period. In this way, it is hoped that regular classroom routine will continue with the
least disturbance. A possible benefit in participating in the project is that students might
be encouraged to think about how language is learned and about the notion of
correctness in French.

Participation is voluntary All participants taking part in this study do soon a
voluntary basis and may withdraw at any time.

Information is confidential All information will be held as confidential as is
legally possible. Only researchers will see the interview questionnaire; audiotapes and
videotapes are synthesized and analyzed only by researchers and participants. Neither
your family name nor the names of your students will be used on the tapes. The site will
also not be mentioned. For auditing and recording purposes, all names will be removed
and replaced with a code so that you can no longer be connected to a given response. All
audio and video tapes will be stored under lock and key in my filing cabinet in my study

145, rue Jean-Jacques-Lussier C.P. 450, Suce. A 145 Jean-Jacques Lussier St P.O. Box 450, Stn. A
Ottawa (Ontario) KIN 6N5 Canada Ottawa, Ontario K1N 6NS Canada
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where they can be accessed only by me. All audio and video tapes will be destroyed at
the end of the study. Should a participant withdraw from the study, the relevant data tapes
will be destroyed immediately.

Questions? 1 would appreciite it if you would please SIGN BOTH COPIES OF
THIS LETTER AND RETURN ONE OF THEM TO ME whether or not you would
like to participate. You may keep this letter for your own records. If you have any
questions, please feel free to call Ms. Thérése Dufresne (450-XXX-XXXX). All
information requests concerning ethics or complaints about the ethical conduct of the
research project can be addressed to Ms. Lise Frigault (613-XXX-XXXX ext. XXXX),
Protocol Officer for Ethics in Research, Tabaret Hall, Suite 302, University of Ottawa.

Thank you very much for your anticipated help, time, and consideration. Please
do not hesitate to contact me at any time.

Sincerely

Thérése Dufresne
MA (Ed.), Ph.D. candidate

145, rue Jean-Jacques-Lussier C.P. 450, Suce. A 145 Jean-lacques Lussier St, P.O. Box 450, Stn_ A
Ottawa (Ontario) K1N 6NS Canada Ottawa, Ontario KN 6NS Ca'nada .





