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Abstract

This piece of research is an attempt to investigdte relationship between
metacognitive knowledge of third year translatitudents in the university of Constantine-1-
and their translation competence. The investigatious, is based on the main hypothesis that
metacognitive knowledge is likely to exist on a path a good performance in translation. In
other words, students who are able to evaluate #mitudes and competencies and to tell
about the strategies they know or use and the riagiertaining to the development and
acquisition of their translation skill are moreblia to perform well in translation or are likely
to be among the category of good achievers. Tdyvdre plausibility of the advanced
hypotheses, two questionnaires and a translatgirate administered. The first questionnaire
is undertaken before to the translation test, dm decond one after completing one’s
translation. Although this research is meant tonstite effect metacognition has on students’
performance, it still insists on revising the wawnslation teaching is undertaken and
stressing the importance of making students awhtbeolearning enterprise and of giving

them the chance to self-monitor their own procdssquiring translation skill.

Key words: metacognition, awareness, translation competeaaehing translation.
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1-Rationale

This piece of research is an attempt to analyzeesitis' competence in translation and to
determine the role metacognition has on their dghesformance in this skill. Translation
education has never ceased to investigate thefigggcof translation and the way it is to be
acquired by students. For a long time, translatias seen to be simply a language component
whereby students are liable to put into use th@owedge and mastery of at least two
languages. In other words, a mastery of languagestly triggers a competence in translation.
This state of affairs, however, is now being redisnd people are starting to realize that
translation is something super-ordinate to theuisiic competence. This is evident through the
performance of bilinguals lacking experience imsilation. Bilinguals, in fact, tend to stumble at
words and find it hard to find appropriate equivddethey claim they are on the tip of their
tongue. They hesitate, they make false starts laeygl take wrong decisions when it comes to
overcome translational problems although they &fe to speak fluently the two languages in
guestion. As such, their performance overall shawack of the requirements of the competence
that make them able to ease the transfer theyuposed to make between the two linguistic or
cultural systems.

The question now is what the nature of this tranisfetranslators or students of translation
are required to make? Translators, in fact, areMinto be language mediators who ensure
efficient communication between senders and receivd messages encoded in different
languages. To fulfill such a role, they must assamesponsibility that gives them credibility
and sustains their efficiency. This responsibiltyelated to their ease and flexibility in moving
between two different linguistic systems. This asher seen as a cognitive agility in making
sound decisions and reaching appropriate solufilmneecurring problems. This is not possible

without awareness on their part about the task #ineyundertaking, its nature and requirements.
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Following this line of thought, Mona Baker was righ assert that in order to be a professional
translator or to be recognized as such,

[T]ranslators need to develop an ability to staadkoand reflect on what they do

and how they do it. Like doctors and engineersy tieve to prove to themselves

as well as others that they are in control of wthal do; that they do not just

translate well because they have a "flair" for $tation, but rather because, like

other professionals, they have made a conscioustédfl understand various

aspects of their work (Baker, 1992: 8).

Students should know what translation is, howsitd be acquired and developed as a
competence and what factors affect its differenpliapble approaches. For example, if
translation is seen as a decoding process, studeaysfind it hard to decide on problems
pertaining to finding cultural equivalents and togucing the desired effect on the receiver. If it
is, however, understood as a decision process Whalefactors likely to have an effect on the
product are taken into account and carefully wedgine to give vision and aim for the translation
task, students may achieve high levels of fluemzy @daptability in their production. All in all,
if we agree to define translation as a decisiorcgse, awareness here is to receive the greatest
emphasis as is assumed in this research. Pym (2803: for instance, is one of those who have
insisted on considering translation to be an ahidt

-Generate a target text series of more than aatgevierm (target texttarget text...target
text,) for a source text.

-Select only one target term from this series, kjyiand with justified confidence, and to
propose this target text as a replacement of acedaxt for a specified purpose and reader.

This ability, obviously, is not liable to developndomly without careful consideration of
the translation process and without due attentiothé awareness students should develop of

their translation mechanism. This awareness isther words, the knowledge they have of their
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own knowledge of translation in order to be ablertonitor and control their own process of
translation and bring appropriate modifications aeohedies to their endeavor whenever they
sense a need for that. This superordinate kinchowkedge, in fact, may be factual, procedural
or conditional as has been hinted at above ancefdérs to what Flavell prefers to call
"metacognitive knowledge". In this respect, UIrf@®95: 252) asserts that translators:
will therefore need not only language and contembwedge but also course
specifically designed to enhance their socio-caltawareness and encyclopedic
knowledge. They also require the cognitive and ouggaitive skills that will
enable them to evaluate their expanding competeara® to monitor their

performance in relation to a broad range of tepésyand fields of discourse

As regards socio-cultural awareness and encyclopkdowledge, they are especially
enhanced through the use of special kind of téxs dbey cultural and contextual norms and
specialized domains. Certainly this area of compmtdas not easy to cater for, but what matters
for us most is the development of learners' cogmittnd metacognitive skills that ease the
transfer process and help them develop their gldditmonitor their own processing on one hand,
and sustain their learning enterprise on the dihed. They are particularly required to develop
a selective attention, a noticing capability ancheemess of the different stages of the process
they go through in completing their task. As leasnéhey also need to know the route they
should take to develop their competence in thisalom

In the literature on metacognition, a distinctisrdrawn between metacognitive knowledge
and procedural knowledge or self-regulation. The&t foertains to one’s declarative knowledge of
himself, the task, learning in general and whatdaetors contributing to his success. The latter
is related to one’s knowledge of strategies and #ygplication and is mainly related to one’s
ability to control and monitor his process throutgg different stages. In translation, students

need to know something true about translation skilg to know about themselves as learners
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and about their aptitudes and abilities overallregards this skill, and something about the
factors contributing to their success in a tramstatask. As for the domain of procedural
knowledge, they need to be able to detect traoslatifficulties, they need to internalize a bulk
of translation strategies and they should know whieth where to make use of which strategy.
Flavell's model of metacognition (1987), which wasinly a source of inspiration for the

present research, consists of four components véreh

a- Metacognitive knowledge having to do with persasktand strategy variables.

b- Metacognitive experience related to the affectivpegience a person may have in
relation with a specific cognitive task that isblia to make him reconsider his
action and rethink his approach to the problermaath

c- Goals which generally refers to the objectivesgheson has behind undertaking a
specific cognitive task that are liable to make haativate his metacognitive
knowledge and metacognitive experience to takeypipeopriate action.

d- Action which finally brings about the appropriatieategy in consideration of all
factors above.

According to Flavell (1987), these components axtetogether to bring a successful monitoring
of one’s cognitive action to attain the desired Igda other words, a person with a clear
objective in mind would activate appropriate metagtve knowledge in his quest for a solution
or outlet. This is liable to bring his metacogratigxperience to the fore that would help him opt
for the most appropriate action to attain his gdalll details about Falvell’'s model of
metacognition are provided in the first chaptethad thesis. In the present study, light is focused
only on students’ metacognitive knowledge as defiigy Flavell. As for metacognitive
experience, action and goals in the above modey, éine considered implicitly especially in the
translation test. No task, it is believed, can bdantaken without a goal in mind. Students’ goal

in undertaking a translation task may be understodde related to their desire to acquire this
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skill. Their action is directly related to the s&gy they adopt towards any given translational

problem at hand.

2-Statement of the problem and research questions

Our major concern in this piece of research isnalyze the effect if ever metacognition
may have on the students' translation competenddaatry to explain the nature of this effect
and the way it may be improved.
Our research questions are, thus, as follow:
1- Are students of translation endowed with metadognknowledge?
2-What type of metacognition they mostly show (ingaes with Flavell's metacognive
components concerning person, task and strateipiles)?
3-What is the nature of the effect- if ever- of thigtacognition on the translation competence of

students (as may be revealed in the test and #il&ygaf their rendition)?

3-Research hypotheses
In the light of the questions asked above, theovalhg hypotheses are postulated whose
truthfulness is to be tested using appropriate atkilogical tools as will be explained

underneath.

First hypothesis Third year translation students at the UniversityConstantine would be

revealed to have metacognitive awareness of magmgctspertaining to the task they undertake,
i.e., translation (they know what translation iswhit is undertaken as a process and how to
produce a good translation), about themselves aasdes and potential translators (they know

their strength and weaknesses and can give a ictiegof their actual competence), and about
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the way they can solve problems and overcome dbstachile translating (they know what

strategies to use, when and how)

Second hypothesisThird year translation students of the UniversityConstantine would be

able to show equal awareness of person, task eatdgpf variables explained above.

Third hypothesis: Students who are metacognitively aware are pighbabre liable to produce

a good and efficient translation.

4- The Population under Study

To verify the research hypotheses stated abovetcapdt in use the methodological tools
we set for this research, the population choserthisrstudy is third year students of translation
at the university of Constantine from the departir@ntranslation, enrolled for the academic
year 2008-2009. Third year students are assuméaue acquired the essentials of translation
competence through theoretical and practical meduMy own classes were more suitable for
the present research as a matter of convenienceeaise | can have more details concerning
their competence overall.

During this year, the number of students enrolledhard year students was about 350
distributed through 10 groups of approximately 8&ents per group. The sample drawn from
the total population included about 55 studentsriakom 03 groups | was teaching myself. This
sample can be said to represent the fifth of tted fpulation.

The results obtained from this research, in faetnd for just this sample and cannot be

generalized to the whole population unless valdiatefuture research.



5-Means of Research:

The overall approach followed in this piece of egsh a descriptive and exploratory one.
It is akin to a quasi experimental design, alsemeld to as experimental design without
randomization, in that there are two variables affiecting or having an effect on the other. In
our case, it is metacognition which is assumed &aweha positive effect on translation
competence. However, there is no manipulation gf\ariable in an experimental group that
would be compared to a control group with no treatinIn other words, the whole sample
functions as an experimental group whereby stutemtgacognition will be evaluated then its
effect on their translation competence will be ased. In a true experimental design, students
metacognitively aware or those who are going t@ikeca training to become as such will be
assigned to the experimental group and studenksmatmetacognitive training will be assigned
to the control group. In other words, studentshm éxperimental group would be taught through
a metacognitive approach and those in the contonlgywould be taught with the usual approach
which is supposed not to be metacognitive.

An experimental design has not been appropriateuincase because of the following
reasons:

1- Students may receive metacognitive instructiansnfother teachers in other modules
related to translation skill per se or to languegeponents. Metacognition, though a fuzzy term,
is a concept that may be put into use by anyonleowtteven having heard of the term. Socratic
dialogues used in educational settings since tim@emorial and bearing the very spirit of a
metacognitive-based instruction are a case in pdimis, devising a special experimental group
to separate the manipulated variable, especiallly thie present conditions offered to us, will
not bring valid and plausible results as we wilt be sure if the results obtained are emanating

from the experiment or from another source. In otherds, we will not know for sure if the



THE INTRODUCTION

students who actually improved or whose translatiompetence was enhanced benefited from
the experimental treatment or from another undetexdisource.

2- Students' progress from a pre-experimental diagepost-experimental stage cannot be
a direct effect of the treatment they received.iTpeogress, in fact, can be said to be a natural
evolution in their process of acquiring the tratisla skill. Besides, the effect the experiment
aims to achieve may take a very long time to apddatacognitive awareness needs time and
patience to be enhanced (Kuhn, 1989; Rogoff, 1990)

3- It is true that translation may be improved tlgloa set of instructional activities, but we
cannot confirm which aspect of the instruction \wadicularly helpful for students. After all, the
instructional design may bring an effect on theatination to learn better and this would give an

impression for the teacher of a positive changeompetence.

Thus, to verify the validity of the predictions t&d earlier in the above hypotheses, two
guestionnaires and a translation test are devilaelfirst questionnaire is meant for the pre-test
phase whereby the students are requested to prandweers for questions pertaining to
metacognition in general without due consideratbrthe particular text they were given for
translation. The second questionnaire is meantlhferpost-test phase whereby students are
expected to answers questions on metacognitiorreecton to the translation test they have just
undertaken. The two questionnaires refer respdgtitee part one and part two in the same
guestionnaire administered to students after toaypteted the translation test. This was one of
the main modifications brought about in the piltdy whereby two long questionnaires proved
strenuous for students to complete as two seppfases. It is also important to mention that
Shraw and Dennison’s questionnaire (1994) (c.feadpc 1) served us a source of inspiration to

devise appropriate questions which were adaptétketranslation context.



5-1-The pre questionnaire

The pre questionnaire is specifically designedheck students' metacognition in general,
i.e., without any particular reference to any sfedranslation task. In this questionnaire,
students are requested to answer a total of dd@tquestions related to the following aspects:
a-Their definition of translation (Q1)
b-Their evaluation of their own competence in ttainsn (Q2)
c-Their justifications for the deficiencies theyhkan their translation competence (Q3)
d-Their evaluation of their progress in translatidrever, since their first academic year in this
department (Q4)
e-Their ability to track their own mistakes in tséation (Q5)
f-Their opinion about their teachers' evaluatiorth@ir translation against their own (Q6)
g-Their justification for the lack of congruencytiveen their own evaluation of their translation
and that of their teachers (Q7)

h-Their opinions about some statements claimedtabanslation (Q8)

5-2- The post questionnaire

This questionnaire is given to the students to ansafter they have translated a short
passage meant for testing their translation competelt is specifically designed to check
students' metacognition in relation to their actuad effective translation performance. In other
words, it aims to verify whether the students' agrswn the pre questionnaire correspond to their
answers to questions directly related to their grarnce in the translation test. For example,
they are once again asked to evaluate their tri@amsle see if their actual evaluation match with
their expectations set before. They are also asegkplain their strategies to overcome the
translational problems they said they have met. &guestions, in fact, are general and not

directly related to their reactions in the testythendertook. This is especially the case of
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qguestion 09 where they are asked to reveal theitegfies in overcoming vocabulary problems.
In this particular case, their answers are to be@hesl against their own production in the
translation test. All in all, this questionnairemade of a total of thirteen (13) questions related
the following aspects:

a-Number of times they have been reading the @%j (

b-Their difficulties if ever with vocabulary itens the text (Q2)

c-Number of these difficulties (Q3)

d-Their opinion about the importance of the biliabdictionary or its limitation (Q4)

e-Their justification for the limitation of the dionary (Q5)

f-An example of a problem they have encounteretiair translation of the text (Q6)

g-Their evaluation of their success or failure ¥er@ome this problem (Q7)

h-The way they solved this problem (Q8)

i-Their strategies in overcoming vocabulary proldamtranslation (Q9)

J]-Their evaluation of their own translation of ttext (Q10)

k-Their justification for the deficiencies in theéranslation rendition of the text (Q11)

[-Their actual retention of some elements fromtéhe (Q12)

m-An example of these elements they said theymeta{Q13)

5-3-The Translation Test

The translation test consists of a text of a mediemgth (of about 200 words) and treats a
topic of a general domain of knowledge that magriedgt all people: "Water Crisis". It is also
fairly accessible to anyone of them in terms of paghension and translation difficulties.

Students are requested to produce a correct aeult fhiece of discourse that may have the
same communicative effect in the target languadeeyTare, thus, supposed to respect the

following criteria in their production: correct anfdithful rendition of meaning, a correct
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discourse in terms of observing grammatical rulethe target language, a cohesive and fluent
discourse that flows logically to be processed wdbke by the target reader.

As the text in question is informational (deliveyia message of a general concern to (a)
target reader(s)), the translational approach mwisable is the communicative one whereby all
the criteria stated above are to be applied.

More details about these criteria are due in ttadyars of the test results.

6- Methodological Procedure

The questionnaire was administered at the beginafntpe second semester during the
academic year 2008-2009. However, students werly fatroduced to metacognitive thinking
all along the first semester to make them more emdpve later on and to stimulate their
reflection about their learning process. We beliéivat an understanding of the objective of
whatever activity the teacher initiates in the stasm is important to assure students' readiness
to cooperate and to assimilate what they are predemith. Thus, students are always asked to
reflect upon the problems they have encounteredain translation assignment and to speculate
as well upon possible solutions they might bringhtese problems. They are sometimes asked to
make comments on their translations and the traostamade by their classmates. Questions
frequently asked before starting the translatiomremtion are "have you met any problem
translating this text? / What are they? Why arey theblems for you? What can you do to
overcome these problems?). While discussing th@ests' answers, students' ideas about what
translation is and how it is to be learnt emergaudy to the teacher who then tries to raise the
students' awareness of the task they are undegtakml correct their misconceptions and
fallacies about it.

The questionnaire was administered at the beginofren ordinary tutorial session after

they had translated a text they had been giverabsiate. Students were given directions on how
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to answer the questionnaire and the teacher made emerything was clear. Students were
encouraged to answer in any language they wantedd® the task for them. They actually spent
approximately one hour (1h) in answering the qoesidire. They, however, spent

approximately one hour and a half (Lh30mn) in thinslation of the text. The examiner made

sure the students provided their own answers bgweaging them to work individually.

7- Structure of the thesis

This thesis is divided into six main chapters. Tir& chapter gives an idea about the field
of cognition and metacognition. It introduces basations about the main concern of cognitive
psychology explaining, thus, the logical developtneh the concept of metacognition and
uncovering its fuzziness. It also explains some acwnitive models presented by many
researches in many fields of study to justify thearetical standpoint adopted in the present
research. It also introduces the role of metacagnin learning and instruction and sheds light
on its importance in translation. The second chapleals with translation theories and
translation pedagogy. It introduces the histora@elopment of a theory of translation until it
gained the status of an independent and self-cmdailiscipline, and brings a summary of the
different theoretical stand points about transtatimpproaches and methodologies. It also
explains the particularity of translation teachiagd draws a distinction between teaching
translation and teaching languages before it brindgke fore the issue of translation competence
and how best it should be taught. The third chapeals with learning to see what can be
inferred to help enhance the translation studeatquisition process. Thus, it introduces major
theories about learning and discusses their stnermytd weaknesses. It explains the ways both
teachers and learners may contribute to the pramfdesrning and sheds light on major factors
affecting learners and learning in general. Thetfoaohapter deals with the pilot study through

which the tools of research have been tested amdypotheses verified to bring appropriate
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modifications to the investigation proper. Chagtee is then the investigatioper seand is

divided into four sections dealing respectivelyhwithe analysis of the test, the analysis of the
first part of the questionnaire, the analysis of #econd part of the questionnaire, and the
general results. The sixth chapter is basicallyceamed with the discussion of the general results
together with pedagogical recommendations, impboatand suggestions for undertaking future
research. The dissertation ends with a conclusimgipg in a nutshell what has been reached in

terms of results and answers to the research pnstédelvanced so far.
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Chapter one: Cognition and Metacognition

Chapterl : Cognition and Metacognition

Introduction

Metacognition, which is a key concept in the présegearch, is stemming from
a more general field known as cognition. Cognitisnthus, an important topic to
introduce and explain-broadly at least- before idgalith metacognition as such.
This chapter, then, aims first of all to introdube superodinate field of cognition in a
way that lays the grounds for explaining the cohoépnetacognition and introducing
basic issues related to it, such as consciousagsseness, monitoring, control and
self-regulation. Different metacognitive models gpoeed by their authors are
introduced to clarify the concept and bridges betwéhe different overlapping
definitions, and explain the nature of actual djegrces. As metacognition was
exploited in many fields of interest, light is alsm be shed on areas where it was
already of use to take advantage of the resultsirdd and gain benefit of the
conclusions drawn by different researchers. Whikcuksing the diverging views
concerning the nature of metacognition, as welitescomponents and conditions,
special emphasis is put on the way it is asseseddabso on its implications for

practical and pedagogical implementation.

1-COGNITION

1-1-Definition

Cognition is the set of mental processes justifyamy action we tend to do
consciously or unconsciously. When we comprehergivan action or a piece of
discourse, when we agree or disagree with a gissumei when we solve a problem or
remember a piece of information that we decideetoave later on, when we think or

recognize a given fact is true or false, or everenwlve decide to do or not to do
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something, we go through different mental processbih justify these actions.
Cognition is then the origin or the explanationoof knowledge of the world, and of
ourselves in this world. Webster's New World Cddledjctionary defines the word
"cognition” as follows: (1) the process of knowing in the broadest semszuding
perception, memory, and judgement. (2) the restilsuzh a process; perception,
conception, &'. In other words, it refers to the different pbss mental actions and
their results. According to Encyclopaedia Britamni@009) tognition includes all
processes of consciousness by which knowledgecismatated, such as perceiving,
recognizing, and reasoning. But differently, cogmitis an experience of knowing that
can be distinguished from an experience of feangilling”. Consciousness is, thus,
its key component, and knowledge is its essencdtanary reason of existence as a
discipline. Cognitive psychology is therefore thrarich of psychology concerned with
studying the mental processes related to rementhedomprehending, judging,
reasoning, learning, perceiving sensory stimutilviag problems, deciding and
inferring conclusions. It is with no surprise thhis field of study is found to be
related to many other fields such as neuroscigstugsophy, linguistics, and artificial
intelligence. It has also many implications andliggions in different domains, as it
can help enhance memory functioning, learning iefficy, decision accuracy,

judgment impartiality...etc

1-2-Origin of Cognitive Psychology
Although our main concern is metacognition and eagnition as such, history
of cognitive psycholy appears to be of paramoungartance in explaining the surge

of metacognition as a concept and the fuzzingsggered.
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Cognitive psychology may be viewed as a very irstiang and fascinating
branch of study as it tries to disambiguate an afdamowledge and of ourselves in
this world that has long stimulated our curiositys also a field of study that can help
us improve our capacity for gaining knowledge inosther domains. Being concerned
primarily with the mind, cognitive psychology isfandamental area that can explain
how we can get more knowledge and control of al pfhenomena surrounding us.
Metacognition is just one station in the developtakoourse of cognitive psychology
and sprung as a matter of fact from this develogniers no wonder, though, that the
roots of such a concept were found in very earijopbphical speculations.

History of cognitive psychology goes kac ancient Greeks with the interest
Plato and Aristotle gave to the question of theireaand origin of knowledge, which
ensued a long debate between proponents of enspirifollowers of Aristotle), who
believed that knowledge comes from experience, angponents of nativism
(followers of Plato), who believed that knowledgeimnate and pre-existant in our
brain before our birth. This long-standing debatattwas maintained by the
seventeenth (Descartes and Spinoza), eighteenttkeglBg, Locke and Hume) and
nineteenth philosophers (Auguste Comte and JohartSkdill essentially), was in its
essence philosophical in nature, but incited needess psychological speculations
about human cognition.

In terms of scientific methodology, cognitive psgtdgy lagged behind other
sciences which developed remarkably such as chemistysics, astronomy, biology.
This is because at that time cognitive psychol@ied to apply the scientific method,
a fact which was attributed to egocentrism, mysticend confusion surrounding our
understanding of our nature and the nature of andnit was hard to even assume the

possibility to objectively observe a phenomenort th@art and parcel of the observer
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himself. In simple words, the mind was a kind ahgstry that scientific researchers
could not yet investigate.

It is until late nineteenth century that cognitpgychology started to be seen as a
science (Anderson, 2000). The year 1879 was péatlgiseen as a focal point in the
history of cognitive psychology when Wundt estdig the first psychology
laboratory in Leipzig, Germany, and where introsipecwas used for the first time as
a methodological tool to decipher the mechanisnthefmind. Thus, it was believed
that in order to develop a theory of cognition, a psychologidd baly to account for
the contents of introspective repdrt¢Anderson, 2000:7). In a figurative way,
Introspection was regarded as a way to look inveard to gain immediate access to
one's mental state. In a way, it functions as thssense enabling us to perceive not
the world outside us, but that inside us.

In America, introspection was adopted by psychalisgiunder a different
disguise as it wascasual and reflective rather than intense and atiecdy'
(Anderson, 2000:8). This was due to the generalledtual climate in America, which
was largely focussed on pragmatism and functiomalfg/.James, C.S.Peirce and,
J.Dewey), especially as related to education, eécettient that interest in consciousness
as such and the way it should be scrutinized wenairmor importance.

Rejection of introspection as an irrelevant and atisfactory tool in
understanding the functioning of the mind set theugd for behaviourism around
1920 (J.B.Watson), which held that psychology stidog¢ entirely concerned with
external behaviour without any need to seek expilamaof internal physiological
phenomena, or to formulate hypotheses like the kredlvn hypothetical construct of

the mind.
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Cognitive psychology first emerged in Germany, the Nazi turmoil was an
obstacle to its steady development. German psyghstto had to immigrate to
America where they marked their contribution inriding Gestalt psychology. Gestalt
psychologists (K.Kofka, W.Kohler, and K. Lewin) werin fact, interested in the
human mind and behaviour as a whole. Their work pealy seen as a reaction to the
structuralism of Wilhelm Wundt, in assuming thae thuman mind perceives the
whole picture of anything before attempting to gsalits parts. In the area of problem
solving, for example, it was strongly beleived ttrat success of any operation related
to solving a problem is dependent upon the abdlitg has to see its overall structure.
This is enough reason to encourage learners toctdetey relationship between
elements of a problem they attempt to solve, anchtmver its gaps or incongruities.

Cognitive psychology, as one might note, was thasdng next to an impasse.
Introspection was rejected because it was feltetaubjective, and behaviourism was
deemed unsatisfactory because it could not expenmotives behind the observable
actions. However, the preconised solution was foumdKant's "transcendental
method"”, which was a basic research principle adb@ts a strategy in cognitive
psychology. This method, which is also known adefience to best explanation”
consists of observing actions or behaviour (effeatsd trying to infer or speculate
about what might have brought these sets of bebawo being (causes) (Reisberg,
2001:11). This explains in part the course of actiadertaken by Chomsky (1959) in
his criticism to B.F. Skinner for his behaviouraggtproach to language. Chomsky's
theory, in this respect, is seen as an attempkptam an abstract construct whose
existence is hypothesised and not directly obser@bdsmky's definition of language
is based on his crucial dichotomy of competencédpsmiance. Competence is a

mental ability which exists in the mind of any watispeaker and which allows
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him/her to make use of his/her language. This nhexidity is not directly observable
but is manifested through the speaker's actualopeence. So by obseving the
speaker's performance or actual use of languagernms of the sentences produced,
the linguist is able to infer or make deductionswlthe potential mechanism behind
this production. By the same token, much may beriatl about the mental processes
undertaken by individuals. Piaget's theory of ctgaidevelopment is a case in point.
Metacognition is in itself a spychological construghose existence is justified
through a set of voluntary and stimulated actiomsich lend themselves to direct

observations.

2- Metacognition

2-1-Definition of Metacognition

It is hard to obtain a clear and a final definiti@hmetacognition as it has been
used differently by different researchers. Someagashers even admit that it is a fuzzy
term which has come to mean many things at diffetenes and in disparate
investigations (Shoenfeld, 1987; Romainville, 199Bhis section is an attempt to
explain this fuziness and remove eventual confisgumrounding this concept.

The term “metacognition” is said to have been itiwed parallely in the
cognitive psychology of 1960s (e.g. Hart, 1965) amd the post-Piagetian
developmental psychology of the 1970s (e.g. Flaviglcognitive psycholy, Hart was
particularly concerned with evaluating the accuratyjudgements made by people
about their memory (i.e., whether the feeling obwing they have is a good predictor
of their correct recognition of the general knovgedmnaterials they were presented
with) (Schwartz and Perfect, 2002). However, mesearchers would consider the

first occurrence of the word meatcognition to bedenhy Flavell in 1976 (Goh, 2008).
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Flavell also coined previously (in 1971) the termetamemory" on the cognitive area
in which he was very much interested. The two terimdact, are related in that the
first is broad while the latter is more specifidlétamemory"” is just one domain of
metacognition next to "metacomprehension” and "pertzeption” and other concepts
with the prefix Meta. The prefix "meta” suggests ttiea of going beyond something,
a sort of higher level dominating, monitoring armmhirolling a lower one. Sometimes,
metamemory acts not as a sub-component of metdmogribut as a complementary
one in that it helps the individual gain controllo$ cognitive process, and to bring it
to an end. In "Metamemory”, as one may guess, andi®n is made between
knowledge about the content of memory and knowlemlgmut the processes used to
regulate and monitor that memory. As for "metacaghpnsion”, it is related to
understanding at the broadest level that is nepe$saan individual to self-regulate
his comprehension process. In short, the cognéotevity upon which metacognition
operates may be subdivided into different mentat@sses which are comprehension,
memorisation, perception, problem solving (Romdieyil993). When a person is
reading, for example, and is trying to assimil&ie ¢ontent of what he reads, he has a
general knowledge of what may ease or foster tagragtion process and what to do
to overcome any possible obstacles coming in they wh his assimilation.
Metacognition, then, is knowledge about cognitiowd &Zognitive processes whether
they are concerned with memory, comprehension, l@molsolving or any task or
activity that may necessitate or involve thinkingléor reflection. It has to do with the
awareness we have about our own thinking and/onileg processes. This awareness
may concern our knowledge of the learning situati@nare trying to handle, or our
capacity for monitoring or regulating our cognitibehaviour in a particular task we

are trying to undertake. To put this in plain wordgetacognition is a technical term
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embracing any mental action we apply anytime anavaere in terms of the abstract
or procedural knowledge we have about what we shdalwhen we try to solve a
problem, and how to rely on our past experienceobfing similar problems, or how
to decide to adopt a strategy because it was Hedpfuewhere else before. We are
behaving metacognitively in that we are thinkingaiowhat we are doing, and are are
regulating our cognitive behaviour to cope with igeg situation on the basis of a
preliminary reflection on our psychological or manstate or resources. Flavell
summarizes this concept as being concerned the ledges one has of his cognitive
processes and the results they trigger,

‘For example, | am engaging in metacognition (Mmetarory,

metalearning, metacognitive-attention, metalanguageshatever) if |

notice that | am having more trouble learning Antlg if it strikes me

that |1 should double check C before accepting # &a&ct; if it occurs to

me that | had better scrutinize each and everyrmatwe in any

multiple-choice type task situation before decidimgich is the best

one; if | sense that | had better make a note beBause | may forget

it.

(Falvell1976:232 in Got2008:193)

According to Flavell's definition, metacognition Eeen to be intentional,
conscious, purposeful and goal-directed. As suds, judicious to relate it to critical
thinking and to define it in association with siamiland neighbouring terms as
awareness, self-regulated learning or thinking ablnking. It is a mental skill that
develops early in our life especially when childremme to distinguish their own
minds from the others' minds (Kuhn, 2004). Knowkedd the mind and of whatever

aspects related to it constitues a major part efstim of knowledge we all naturally
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acquire in the course of our life. In Flavell's ¥er(1987: 21) ds people grow up, an
important part of what they learn or come to bediesoncerns the mind and other
things psychological However, experience may impose some differemtelse way
people develop this metacognitive knowledge and milag bring to the fore some
aspects of metacognition at the expense of othiéis.is mostly due to inter and intra
individual differences in learning and knowledgey@sition processes. Despite the
huge efforts made by researchers to attain a walvéaw of human learning, a lot of
variables and determining factors impose themsebrethis enterprise and make it
hard to be explained in a once for all coherent lammiogeneous framework. Thus, it
is not possible to obtain categorical answers &sués related to the relation of
metacognition to effective learning as this relatiavolves some parameters which
are hard to delineate, and pertain to complex fadtwat are hard to isolate. To state
Weinert's (1987) example, it is not always theedasit metacognitively aware people
are the most efficient learners, as this may inedactors related to either motivation,
interest, task requirement, cognitive resourcesjab@ontext, past experience, self-
esteem...etc. In this respect, Weinert (1987: 13perages researchers of different
related fields to combine their efforts in orderremch more plausible answers. He,
thus, insists thatcbgnition, metacognition, procedural skills, andtivational factors
are important determinants of learning activity, tbthey must be differentially
weighed depending on task types

In fact, as hinted at before, metacognition caragsociated to many areas of
concerns that it can hardly be classified withig precise theoretical framework. It is,
most often associated with fields and conceptsapeny to executive processes,
social cognition, consciousness, self-regulatioeflective self-awareness, self-

efficacy, learning, cognitive development, theofyttee mind (Flavell, 1987). This is
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by itself a clear indication that this concept- ably under a different appellation-
was already a preoccupation especially for thossested in cognitive development,
reasoning and thinking skills.

From what has preceded, it is easy now to reachctmlusion made by
Romainville (1993) which explains the reasons fdvich this concept caused much
fuziness and confusion. In fact, Romainville anatyzhe different definitions of the
concept provided by different authors in the litara on the subject, and comes to
shed light on sources of confusion related to thaefaitions. According to him, the
most obvious reason is that most authors findnd lha make a clear cut between what
is cognitive and what is metacognitive (c.f. furtlexplained in the section below).
Moreover, metacognition is concerned at the same twith knowledge of cognition
and regulation of this cognition. This is the atii¢ adopted principally by Brown,
1983; and Gombert, 1999 in Romainville (1993: 2Bpr Brown and Gomber,
metacognition is made up of two sub-domains:

a- The conscious introspective knowledge one has isfpnoper state and
cognitive processes. This knowledge concerns tlecegs itself, the object of
reflection, or the result of such process or réitec (metacognitive knowledge). The
object of reflection can be related to either gahknowledge of cognition or to one's
personal strategies and cognitive actions.

b- The capacity this individual has to deliberatebntrol and plan and evaluate
his own cognitive processes to achieve a given goadbjective. This component
particularly enlarged the scope of research on cogtation and led researchers to
investigate the effect of metacognitive trainingerhancing performance in particlar

domains and cognitive activities. For example, oray try to verify the effect self-
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questionning may have, as a control tool, on thpravement of one's capacity to
solve a problem.

In short, metacognition is subdivided into compdeethat are not easily
distinguished from one another; the interactionween them is the essence of
everything worth discussing about the concept. iftetacognitive models proposed
below and as suggested by their authors explainntneacies of such interractions.
But before reaching this section, it is preferailelraw on Bernadette Noél's (1991)
major divisions of the field of research on metagbgn. Then it would be judicious
also to dig about the origin of the concept thdikisly to offer explanations of its most
recent development in the field of cognitive psyolgg and the attempts made for its

application in the field of education.

2-2- Noél's classification of research on metacodiun

According to Bernadette Noél (1991: 8), researcimetacognition is focused on
either of the followings: memory, comprehension,pooblem solving. On the other
hand, in each of these areas, this research iegtéel in either of the followings: the
cognitive activity about one's mental processesctignitive activity related to aspects
of learning in general, or the regulatiper se.The interrelationships between these
different areas and spheres on both sides makéabhdabnine metacognition-based
research domains as has been suggested by Beenbdéttand as summarized in the

following table:

objects 1-Memory 2-Comprehension  3- Problem solving

Modes

a- cognitive activity on one's mental

process and its product 1 2 3
b-cognitive activity on properties ar

information pertaining to learning ip 4 5 6

general

c-Regulation 7 8 9

Noé&l's (1991: 8) classifian of research areas on metacognition
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As such, a research focussed on the learner'syabilstate clearly his cognitive
activity while undertaking a memorization task (¢.cemember those words because |
associate them with the names of persons | know)ldvbe situated in box1. If,
however, the research is focussed on the knowledgehas of his ability to describe
the factors making him able to solve a problem. (@Igsummarize | will be more able
to rememebr the main ideas than if | learn evenghuy heart), we would be driven to
choose box 6. All in all, what Noél wanted to engha is that metacognition was
often used to denote all these nine areas of redseseating thus confusion among
psychologists and educationalists of what metadmgnimight be really. These areas
of research differ according to the object of theicus or the object upon which
different mental processes will operate producthgs, areas related to metamemory,
metacomprehension and meta-resolution. They alffer daccording to modes or
forms of the cognitive activity or the mental presen question. Hence, these mental
processes may be concerned with the knowledge aseohhis cognitive resources
and his ability to cope with a given task or proble hey may also be concerned with
the knowledge one has of the factors facilitatinpiadering his learning process such
as the knowledge of what might foster his memorhisrcomprehension ability. Last
but not least, these mental processes may be cmtcas well with the capacity one
has to control and modify whatever aspect of tharnlieg situation he judges
important to achieve his goal. Noél was, in facspired by Flavell's model of
metacognition (c.f. section 3-1 below) in making thistinction between declarative,
procedural and conditional knowledge (knowing wkagwing how, and knowing the

overall conditions for the success of the cognian&reprise).
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2-3- Origin of the concept of metacognition

The term, as has been previously said|agef's invention, but the origin
of the concept can be retraced much earlier. Thoisie researchers were already
interested in the phenemenon of knowing about kngwar of being aware of what
one knows and how s/he should monitor or contrehier knowledge, without even
using the term metacognition. This also can explapart the fuziness of the term.

In fact, the origin of the construct of metacogmitcan be drawn from antiquity
since the time Socrates used his famous dialogme$lato’'s works, e.g. “La
République”, “Le Banquet”, “Le Phedon”) for teachimatters. These dialogues, as
we may know or guess, consisted of Socrates (oteiheher) asking his learners a
series of questions that stimulate their thinking éead them to reach the answers
for themselves. The aim beyond Socrates's dialogeses to illuminate areas of
ignorance or lack of comprehension in himself aml dtudents and to overcome
problems of illusionary knowledge whereby one halgehe knows when, in fact, he
does not (Martinez, 2006). Socratic dialogues awaalays reintroduced in schools
and universities to help students become autononands self-regulator of their
learning process. Parallel to this is Bloom's taxoy of learning (Moore and
Stanley, 2010) in which Bloom defines the objediwé the educational curriculum
in terms of a set of cognitive and metacognitivélslat the core of which is the
evaluation of one's learning endeavor. This medmst tven the idea of
implementing metacognition in education is not resmwve might believe. Bloom’s
taxonomy is a classification system of cognitivenking skills, which are built on
one another (each skill is built on the one prewgdl). According to this logic, the

better knowledge you gain of lower skills the betteastery you achieve of the
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higher skills. The six level of skills Bloom refereto, are: knowledge,
comprehension, application, analysis, syntheseluation.

However, the most obvious sources for the developnoé the concept of
metacognition and the subsequent research it stteulis often said to reside in the
interiorization that Piaget and Vygotsky explainedheir theories about cognitive
development (Kuhn, 2004).

In what follows is a brief sketch of Piagetian avighjotskian ideas concerning
the acquisition of knowledge, and the developmérmognitive abilities in children
and adolescents. The reader is invited to drawustorhs pertaining to the relation of

these theories to metacognition.

2-3-a- The Piagetian theory

Piaget was interested in how children and eventatkdrn and think. According
to him, the child is born with an innate abilityatrmakes him inquisitive and eager
to discover his own mental resources and expl@eshvironment in all its aspects.
The result of this exploration is a mental représtgon of this reality that grows
gradually in details and structure with age asdhiéd becomes better equipped to
think in a more sophisticated manner, on the bakithe knowledge he acquired
earlier in life.

Hence, Paiget made use of two basic conceptschware known as
"assimilation" and "accommodation”, to explain théividual's process of acquiring
knowledge about any aspect of the world. Accordm@pim, we are born with few
rudimentary mental structures or representatioaea "schemas”, which contain
basic information concerning different aspectshefworld surrounding us including

objects, people or actions. Whenever we attempinerstand a new action or
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phenemenon on the basis of our preexisting schemasare said to undergo a
process of assimilation characterised by an ovstate of equilibrium. Whenever
we are facing a new situation for which we do noég®ss appropriate schemas, we
are said to undergo a process of accommodatioractesised by an overall state of
disequilibrium, which we try to overcome. It is dgh the process of
accommodation that an individual (a child for tmaatter) ends up by solving a
problem (a contradiction which results from theedigilibrium issued from the first
attempt at knowing, i.e., through assimilation). cemmodation represents a
synthesis (assimilation: thesis; contradictionithasis; accommodation: synthesis)
in that the individual has definitely adapted t@ thituation, the problem, or the
object. The more we go through these processessohdation and accommodation,
the more knowledge and experience we gain aboutwauld and ourselves as
manipulators of this knowledge and the more we gomgnitively more mature.
This will add more knowledge or content to our pistng schemas, which will be
enriched and recycled again and again whenevewaeRrperience is endured by an
individual.

As for the cognitive development, Piaget describles processes the child
gradually undergoes to acquire rules or operatiseeds to think correctly and to
understand the way the world operates. Accordingito, children of the age 0-2
years old have no operations at all. It is till Hge of 2 that they start to acquire these
operations that would initially concern concretgeats before they become concerned
with abstract phenomena at a later stage. At thiges they are said to be unable to
dissociate themselves from the world surrondingith®& clear indication of this is that
they tend to talk to themselves while playing, gsimhat Piaget calls "egocentric

speech”. They first try to gain knowledge of theriadoy trials and errors while
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exploring their environment by seeing, hearing, mgytouching and tasting until
they become aware of themselves as separate aodoaudus beings, and develop
socialized speech that makes them more able tnligt others and exchange ideas
with them. Later on, they also gain a grasp of leagg that makes them able to think
in terms of symbols. They are now more able to tstdad logical rules governing
their world. However, this knowledge is first sufp@al in being concerned with the
world as it appears not as it is really. For examitiey are unable to adhere to rules of
conservation and to understand that quantities ireth@ same even when they are
arranged in different ways (number of counters @itiside by side in two rows is the
same even when the second row is found to be npareed than the first). When the
child finally reaches the final formal operationsiage or hypothetico-deductive
reasoning stage beyond the age 11 (which is highigroversial, in that the stage of
formal operation is indeed effective in middle atwlence 14-16), he becomes able to
make logical reasoning concerning abstract entiliat are not part of his immediate
environment. He is, thus, able to follow an argutreerd answer syllogism and form
his own hypotheses and test them. What is moregaheanalyze his own thinking,
regulate it and considers alternatives.

The following table summarises the different stagjes child is said to go

through in his cognitive development, accordin@taget in (Jarvis, 2005:21)

Approximate Age Stage Status of operations Statioge
0-2 years Sensorimotor No symbolic thought or Prelogical
operations
2-7 years Preoperational Symbolic thought but ng Semilogical
operations
7-11 years Concrete Operational Operations cars dati Logical
physical objects
>11 years Formal Operational Operations can detl wi Fully logical
abstract concepts

Piaget's stages of logical development

Thus, the child, in learning to become a logicatkbr, develops an awareness of
himself and of the mental abilities he is equipp4tth. He becomes more conscious of
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the tasks he undertakes and more ready to actsomémtal resources to achieve his
goals. According to Piaget, the child graduallyimgates logical concepts related to
egocentrism, animisn, conservation and class imrusrhat is, he becomes able to
perceive the object of the world from any viewpaitier than his own. He is able to
distinguish between animate and inanimate objecianal him. He can understand
that objects remain the same in quantity even whey change their appearance. He
also gains thourough understanding of subordinadesaperordinate classes of objects
surrounding him. In short, he is more aware of lsghiein his environment. What's
more important is his cognitive development at fibvenal operational stage othe
level of conscious products of the reflexive alutions’ whereby the child acquires
the ability to elaborate operations on operations...and beconagalde of varying
models that might explain a phenomenon and chectlieglatter through actual
experimentation'(Brown et al, 1996: 152). This is exacly the letleht offered a
source of inspiration for those interested in megadion. Thus, metacognition, as has
been discussed by researchers, is an attempt ® wakhis sleeping consciousness, if
we may say so. It is this level of reflexive abstnass that is brought to the fore after
it has been long automatized. That is whenever @aelr this level of cognitive
maturity and after we develop an accute sense |bawareness and consciousness
about our competence at this level, we tend to raatae this awareness and
consciousness to ease our executive skills anditéei our course of actions.
Researchers interested in metacognition implementate, in fact, preoccupied with
the endeavor of bringing back this automatized-aetireness and this consciousness
to the scene to overcome some contextual problemsonscious automatic skills are,
in fact, the result of repeated rehearsal and lemgforced training and may prove

advantageous in most cases of learning wherebydtesliable to free the short term

30



Chapter one: Cognition and Metacognition

working memory from extra load. However, the autbmanechanism may not be
reliable in novel skills not quite analogous to gboacquired before.Hofer and
Pintrich in Kuhn (2000: 178) suggest thahtlerstanding knowledge as the product of
human knowing is a critical first step in the dephent of epistemological thinking,
which is metacognitive in the sense of constitudingmplicit theory of how things are
known and increasingly is becoming recognized atuantial in higher-order
thinking". Hence, if educationalists insist on boosting tHearners' selg-regulative
capabilities, they have to focus their lenses a@irtawareness of themselves and of

their cognition.

2-3-b- Vygotskian Theory

Vygostky's ideas meet with those of Piaget's in twd@ncerns the cognitive
development of children which he considers to baratterised by different stages,
corresponding to a change in the style of thinkidgwever, his ideas seem to diverge
from those of Piaget in what concerns the roleaziety and culture in speeding and
enhancing the learning process. It is in this respbat his theory of cognitive
development is said to belong to social constrigttiapproach (Jarvis, 2005).
According to him, learning is mediated by the ckildulture. This mediation refers to
the way culture interacts with individual developrheéAccording to Kozulin (1998) in
Jarvis (2005), this mediation can take three fomsch are psychological tools,
technical tools, or other individuals. Psychologitmols represent the higher mental
functions enshrined in one's culture and transohitte children by older members
through especially instructional settings and situes of guided learning. The child,
equipped with basic cognitive functions such ascggation and focussed attention,

gradually grows eager to possess higher functiarth sas thinking and problem
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solving that he comes to internalize by interactwgh his environment, and
experiencing different situations of use with growps. Nevertheless, these
psychological tools are said to differ from onetard to another making individuals
different in their ways of thinking. Technical tsalepresent external material objects
such as computers, abacus, rulers, printing presseshat the child may use in his
interaction with his environment. Vygotsky insiteon the role of adults or
experienced peers in orienting and speeding upp#ssage of the child to formal
operational stage. According to him, knowledge tsxisitially on the intermental
plane before it is transformed to the intramentahe. That is to say, it first exists
between two or more people, during the interraciiiase, before it moves to the
mind of the individual child. In this respect, Vytgky introduced his notion of zone of
proximal development (ZPD) which explains the diéfece between what the child
can understand by him/herself and on his/her owsh w&hat s/he can understand
through his/her interaction with the others whovte him/her with the necessary
guidance and support. It is this zone that expldieskind of aid and support we may
implement in the educational setting for the chiddsucceed in his endeavor. This
guidance, provided by adults or most able peersyhiat Jerome Bruner (1990) in
Woolfolk (2004) called scaffolding and may take floem of prompts, forefronting
crucial features of a problem, sequencing the stepsnderstanding, promoting
negociation, etc.

During this internalization of higher mental furets, language plays a major
role as a psychological tool that helps the chaégiedop his thinking. It allows him to
express his ideas and ask questions. The child, flearns how to exteriorize his
thought through what Vygotsky calls "egocentricesghe, i.e, speaking aloud of what

goes inside their minds. This is manifested in¢hi&d repeating the instructions, he
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receives from the adults, many times for himselftel, the child will learn to
internalize his speech and manipulate his ideastbfl Vygotsky's idea of egocentric
speech, or what is also known as private speedhffesent from those developed by
Piaget in this same respect. Hence, private speecioyding to him, is not a sign of
cognitive immaturity, but rather a guideline for wigg children toward self-
regulation, the ability to plan, monitor, and dei one's own thinking and problem
solving' (Woolfolk, 2004: 48). The child is not just a pag recipinent of the adults’
help and guidance. He has an active role to playuiding his own stock of
knowledge and making use of what he has interralinenew ways. This is what
some developmentalists came to call “guided reitiweh (Tharp and Gallimore,
1991: 44). This explains in great part the pasdhgechild makes towards self-
regulated learning aghrough guided reinvention, higher mental functigdhat are
part of the social and cultural heritage of the ldhwill move from the social plane to
the psychological plane, from the intermental te thtramental, from the socially
regulated to the self-regulaté@harp and Gallimore, 1991: 44)

Vygotsky 's contribution to metacognition becomesstmapparent when his
theory is put into practice in the educationaldjetspecially as regards his notion of
zone of proximal development. The educational systecording to him, has to offer
approriate settings to help the child or the admes to internalize the mental
functions he was not able to show on his own withtbe assistance of a mentor or
teacher. This setting, likewise the social settitygotsky described, should offer him
the necessary help to become more independentcana &is own, the next time he is
confronted with such a problem or is experiencinghsa state of disequilibrium.
Thus, the educational setting becomes a milieu evluadloborative interaction is

promoted and systematized in terms of approria#&untional activities to reproduce

33



Chapter one: Cognition and Metacognition

the ideal social setting liable tocteate zones of proximal development that operate
initially only in these colloborative interactionBut, gradually, the newly awakened
processes are internalized; they become part othild's independent developmental
achievemerit (Brown et al, 1996: 147). Furthermore, the teadseencouraged to
think aloud when solving a problem with his leaméte should also be encouraged to
promote interactions between learners in the dassrso that their spoken reasoning
would serve each other. This verbalization, on ihet of either the teacher or the
learners, will provide for the learners a majorrseuor cognitive processing that they
are going to internalize (Martinez, 2006). Shoeh{dl987: 210) explained the utility
of Vygotsky's ideas in teaching mathematics thahimeself made use of in actual
educational settings for teaching mathematics etaggen attempting to enhance his
students’ self-regulation capability. During thisempt, he emphasizes tHatorking
alone, the child may function up to a certain leVgbrking in collaboration with more
capable peers, or perhaps with adult guidance,dhiégd may function at a somewhat
higher level’ Attempts of this kind are always associated witbtacognitive skills

and self-regulated learning.

2-4-The difference between cognition and metacogion

We sometimes find it hard to distinguish betweegntiiton and metacognition
and tend to take the two terms for the same phenomé his distinction is relational
rather than absolute according to Nelson (1999)yleet is cognitive in one situation
may turns out to be metacognitive in another simatlepending on the object of
reflection. There is no aspect, thus, of cognitivat is always at the meta-level or the
object-level. In fact, when we make efforts to coetyend a reading passage, we are

here concerned with a cognitive strategy. When veechecking if we have really
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assimilated the passage (monitoring understanding).are here concerned with a
metacognitive strategy. In another situation, whenare checking how confident we
are in having succeeded to monitor our comprehandiee monitoring component
(which represented a metacognitive aspect in tlewigus situation) becomes an
aspect of cognition. So the difference here liastloe purpose of the action. In
Flavell's (1987: 23) wordsjri' the course of development one learns about tiogni
strategies for making cognitive progress and abmétacognitive strategies for
monitoring the cognitive progress

Flavell (1979), however, further explained thagmtion and metacognition
differ also in terms of their content and functidm.terms of content, metacognition
comprises aspects of the mental world such as ledgel, skills and information about
cognition, while cognition comprises things abd teal world and the way they are
mentally represented (objects, persons, eventils gki handle these entities, and
information on the tasks). Metacognitive thinkifgetefore springs from the person's
own internal mental representations of the reafluding "what one knows about
that internal representation, how it works, and home feels about ittHacker, 1998).
Cognitive thinking, on the other hand, springs tay from the person immediate
world of reality.

Now, in terms of function, metacognition ssvto regulate one's cognitive
operation in solving a problem or executing a task,when we attempt to block
environnemental distractions to increase our gbdit retention or concentration, or
when we try to apply an already known model to sodv reccurent and similar
problem at hand. Cognition, however, serves toegroblems and to assure the

functionning of the different cognitive processes umdertake.
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Metacognitive and cognitive strategies maynstimes overlap when the same
strategy is used cognitively or metacognitively eleging on one's purpose of using
such a strategy. For example, self-questionning banused cognitively when
attempting to gain knowledge from a reading taskmetacognitively when used to
monitor what one has actually read. Favell (1976)Brown (1987:66), does not
hesitate to demonstrate the possible interchanijgalietween cognitive and
metacognitive activities:asking yourself questions about the chapter mighttion
either to improve your knowledge (a cognitive fiorgt or to monitor it (a

metacognitive function)”.

3- Some Models of Metacognition

As metacognition is a rich subject in theory, egsh and philosophy that have
been exploited by many researchers of divergeatests and preoccupations, and the
literature on the subject are abundant with metaitieg models suggested by its
authors to solve specific problems and answer quaati questions that are most
related to their concern. Thus, what is universal agreed upon among researchers
about metacognition is that it is mostly concermath "awareness”. Whether this
awareness concerns the self, the task, the procdbg existing factors pertaining to
the cognitive task in question or any other compgner all of these components is
what makes the models suggested in the literatiffereht from one another. This
difference is also attributed to the field of irtstras metacognition applied to memory
would not have the same components as when itpBeapto problem solving or a
decision making task. Metacognition has been ofceon in different domains,
including reading comprehension, oral expressionting, mathematics, biology,

computer science, etc. Of course, the particuaritf each of these fields would

36



Chapter one: Cognition and Metacognition

dictate some necessary modifications and adaptatibsuch fundamental models. In
what follows is a brief presentation of some of thest important models existing in

the literature on metacognition, and which are ostruse to our research.

3-1-Flavell's Model of Cognitive Monitoring (79: 906)
Flavell's model includes four components which are:

a- Metacognitive Knowledge
b- Metacognitive Experiences
c- Goals or Tasks

Actions or Strategies

o
1

Metacognitive
Experiences

Cognitive
Goals

Figurel: Flavell's Model of Cognitive Monitoring infAmado Gama, 2004:13)

Cognitive
Strategies

Metacognitive
Knowledge

Success of monitoring or regulating any cognitiaeegprise depends on the actions of
these components and the interactions between timewhat follows is a description

of each of these components.

a-Metacognitive knowledge

Metacognitive knowledge is the knowledge one hashigf own cognitive
processes or that of the others as when he saghiot solve mathematical problems
and | am good at remembering proper nouns". TheMedge may not always be
accurate as people sometimes hold false ideas dheniselves and the others and

about learning in general. It may not always bévatdd when needed or may prove
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inefficient when activated. Its retrieval or comstion is sometimes done rather
unconsciously as people are not always able torrggbmut their strategies although
they are observed to have followed some. Flavites this knwoledge component to
a set of factors or variables that are liable tabivated and are likely to determine
the success or failure of cognitive processes. § fesors are mainly related to three

categories which are thperson categorythetask categoryand thestrategy category

al- Person categoryconcerns the knowledge one has of his own cognitiv
capacities and that of the others. Flavell disigas between:

a-1-1- Interaindividual knowledge, that is kowledge onas hof his own
cognitive resources and capacities as when he Isaysannot memorize proper
nouns.

a-1-2 Interindividual knowledge, that is knowledge oimas of the
differences there are between individuals in the wWeey process information as
when he says that he is better than his brotheeatorizing vocabulary items.

a-1-3-Universal knowledge, that is knowledge one has albfwal general
aspects of cognition and of its universal propsrie when he confirms that human
memory cannot retain more than seven chunks ofrrdton at a time.

a-2- Task categorycomprises information about the task in questiod the
demands of this specific cognitive task one is gedan. In other words, what is the
path one is likely to follow in accomplishing thask and how likely would it be
successful. For example, one may know that veryseletexts need constant
verification of one's comprehension (Romainvile9323).

a-3- Strategy categorycomprises knowledge about which strategies are

effective to attain goals and sub-goals relatea $pecific task. For example, to know
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that graphics are very useful to enhance one's meperformance and are more
reliable than rote repetition.

b- Metacognitive experience
Metacognition can occur consciously, semiconsciooslunconsciously. The person
is either aware of the process he is going throumglattaining specific goals to
accomplish the task in question, or he is unawargisi semi aware of that. In this
latter case, retrieval cues are activated autoamlptiand unintentionally as it often
happens to all of us. When metacognition is deditedy activated, the result is a
metacognitive experience. This is a cognitive éeaive experience that accompanies
the cognitive action as when we feel confused aizlmad after reading a passage,
which would provoke a conscious consideration & #teps we are undergoing to
complete the task. Or when we suddenly feel anxiand not understanding
something we want to grasp, and not reaching thel ge@ set to attain. These
experiences may occur before, during or after ualgrg a cognitive task and are
likely to happen in situations that require highbnscious and reflective thinking that
push one to plan in advance and take minute actiadsthoughtful decisions. These
experiences may result in new goals and may itlcédearner to revise his approach
and bring appropriate modifications to his goald atans of actions. They may also
make him update his metacognitive knowledge basg activate his potential
strategies. According to Papaleontiou-Louca (20Q$15,16), metacognitive
experiences hay be more apt to occur when the cognitive sibmais something
between completely novel and completely familiad amhen attentional and
mnemonic resources are not wholly preempted by mi@ent subjective experiences,
such as pain, anxiety, or depressiolm fact, what makes these experiences especially

metacognitive is that they are primarily concermeth a given cognitive or affective
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endeavor at hand. These experiences are very behédi the cognitive entreprise as a
whole. The learner adds by this token more elemegltted to real situations of
comprehension, problem solving or any other cogmitactivity to his store of
metacognitive knowledge. This would add to his c#gdo deal with novel tasks and
to increase his capacity with attaining goals afedives. This again may be
paralleled to Piaget's famous ideas of assimilaiind accomodation processes (c.f.

Piaget's Theory).

c- Goals or Tasks
Goals, however, refer to the specific objectia®@sl end-products of the cognitive
activity such as comprehending a text for an up+ognquiz, which will induce the
use of metacognitive knowledge and provoke a newacognitive experience (e.g.
remembering that outlining the main idea of a pgssan a previous occasion had

helped increase comprehension).

d- Actions

Finally, actions refer to the use of specific €gies or techniques that may assist in

achieving one's goals.

3-2-Brown's Model of Metacognition (1987) in (Amaddsama, 2004 15)
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Metacognition

Knowledge of Regulation of
cognition cognition

Features: Features:

Statable Not always statable
Stable Unstable

Fallible Relatively age-

Age dependent independent (task ang
(develop with age) situation dependent)

Figure2: BrovenMetacognitive Model

Brown's model of metacognition (1987) is composktivo major components:

3-2-1-Knowledge of cognition or as is often referred to in the literature ba t
subject, "knowing that", and it refers to activitiesed to consciously reflect on one's
cognitive abilities and endeavours. This kind obwifedge is often stable (it shows a
certain degree of permanence), statable (it mayadmessible or explicitated on
request), fallible (it may be erroneous as it istipalarly idiosynchratic), and age
dependent as it tends to develop at a later stafiei Furthermore, Brown (1978) in
Noél (1991) made a clear distinction-as regards toimponent- between "knowing
when you know", "knowing what it is that you knowknowing what you need to
know", and "knowing the utility of active interveom". The fact that we do not know
that we do not know is referred to by Brown asé€eondary ignorance". Faced with a
comprehension problem, a learner has to know nbt tvat he has a problem of
comprehension, but he must also know what or whiggeproblem is. The learner
should also be able to identify his needs in tesfnaformation and resources liable to

bring his task successfully to an end. Last butieast, the learner should be aware as

well of the efficiency of the strategies he decittespt for to attain his goal.
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3-2-2- Regulation of cognition or "knowing how" refers to activities of self-
regulation while the task is in process. Thesevaigs include planning, predicting,
scheduling, trying strategies, evaluating oneselbte, during and after undertaking a
cognitive endeavour. This kind of knowledge is ab&t, not necessarily statable (as it
is sometimes unconscious especially when it igd¢balt of an automatic adaptation to
previous cognitive experiences), and relatively mglependent, but task and situation
dependent.

Brown introduced the concept of "autopilot”, igth explains why
metacognitive learners are sometimes unable toridestheir cognitive processes.
Thus, expert learners monitor their learning precasd evaluate their progress to the
extent that these activities become unconscious tlaey therefore proceed as if they
are in automatic pilot (Amado Gama, 2004).

Cavanaugh 1982 in Romainville (1993: 24) insistat thom an experimental
point a view, because of the intricate relatiorwaetn metacognitive knowledge and
regulation, it is difficult to explain individualgerformance; and to know for sure
whether a weak performance is due to a deficienapetacognitive knowledge, or to
its abesence all together. Two hypotheses arelpessithis case to explain the nature
of the relationship between knowledge of cognitiand regulation. The first
hypothesis proposes that it is metacognitive kndgdethat enhances processes of
regulation. The second hypothesis postulates igsbpposite. That is, it is regulation
that enhances one's knowledge about cognition., Mionsn we undertake controlling
actions to regulate our cognition, we come to krabyut the nature of our mental
abilities and by this token we accumulate the nexguknowledge to act better on an

upcoming occasion.
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Most of research on metacognition is concernedth Wit investigation of the
relation between metacognitive knowledge and cognjgerformance. In other words,
are learners with metacognitive knowledge more itivgthy mature than their siblings
without an adequate metacognitive knowledge? Maesearchers hold diverging
views concerning this issue. According to Fisched Mandl (1984) and Cavanaugh
(1982) in Romainville (1993: 28), knowledge of oslésand one's capacities and
cognitive resources is liable to lead to efficiemeycognitive performance. According
to them, the more a learner comes to know the bi@sarelated to person, task and
strategies, the more his learning is efficient ag/ ne evidenced through appropriate
regulation of his cognitive ability. Thus, the Iear's self-report and verbalisations of
his own cognitive endeavor are good predicatorkigfcognitive efficiency. By the
same token, enhancing the learner's awarenesss afoghitive states and processes
may lead to his cognitive maturity.

On the other hand, Flavell and Wellman (1977), emRinville (1993), suggest
that metacognitive knowledge can only have a sualistanfluence on the cognitive
performance of learners under some conditions @ugh as a high level of
motivation. Two reasons may be said to be at tigiroof metacognitive knowledge
failing to have a plausible effect on the learneoginitive performance. On one hand,
an overlearned strategy which becomes automatit timte may make the learner do
without the activation of this metacognitive knodde. That is to say, the automatic
process is sooner activated before the learner f@etithe need to have recourse to his
metacognitive knowledge. However, Brown (1987) fesl the link between the
ability to explicitate or verbalize one's cognitipeocesses and the efficiency of
cognitive activities by comparing novices to expeHBxperts were found to be able to

talk about their strategies better than novicedchvBustains the idea of a strong link
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between metacognitive knowledge and actual perfocmaefficiency. On the other
hand, the learners may possess this metacogniiewlkdge, but are unable to make
an adequate use of it. Thus, a learner who und=tan easy task or who
underestimates his chances of success with thdepnoat hand may not activate or

may not feel the need to activate his metacognknmvledge.

3-3-Tobias and Everson's Hierarchical Model
Tobias and Everson presented the metacognitive aoemts they proposed in a
pyramidal form to stress the importance of thedeorof occurrence, which explains

the effect of each component on the one abovetltampyramid.

Planning

Select Startegies

Evaluating Learning

Contro

Knowledge Monitoring

Figure3: Tobias and everson's componential model of metadtign in (Amado Gama, 2004:

16)

According to Tobias and Everson (2002), Knowledgenhbring is the most
important metacognitive skill which would triggéret other skills above it. It is the
ability to know what you know and what you do nobl. Students should exactly
know what they know and what they do not know tcabk to go further with their
learning by going through the other skills in thgrgmid, i.e., evaluating their
learning, selecting appropriate strategies to aehtheir goals, and making plans for
effective control of their learning. According fbobias and Everson (2002:1)
"learners who accurately differentiate between whest been learned previously and
what they have yet to learn are better able to $oattention and other cognitive

resources on the material to be learheBor example, if a student knows which part
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of the material he has already acquired and whah e needs yet to acquire is more
able to plan his learning, and allocate more timetlfie unfamiliar part than to the
familiar one.

In this context, it is time to draw the distinctibetween monitoring and control,
once for all, as it is a recurring distinction imny metacognitive domains and models.
Thus, metacognitive monitoring is the subjectiveeasment one has of his own
cognitive processes that one uses to regulategmaviour. In the above example, the
student learning the new material monitors his éegof learning as regards the
familiar/unfamiliar parts to decide on the timeifoing to allocate for each part and
the mental resources he is going to put in useeRadd Schunn (1996:45) explain
further this distinction by specifying that monitay presupposesaivareness of the
component steps in cognitive processes as welhwasemess of various features of
these steps including their duration and their ®sstulness Control, on the other
hand, denotes cognitive processes responsiblesfecting appropriate strategies and
modifying behaviour to achieve a given task. Theibassumption underlying an
eventual relationship between monitoring and cdnti® that the monitoring
component acts as a guide for the efficiency of dbgnitive behaviour aimed at a
specific goal or objective. That is to say, a sestid monitoring guarrantees a
successful action in terms of completing, or uraleny a cognitive task. However,
some reseachers questionned this relationshop @mtl t0 suggest that control of
cognitive processes does not always occur as dtresuexplicit monitoring.
Sometimes the control action is just effectuatebufgh an implicit or unaware
monitoring (Reder and Schunn, 1996). In this respéentridge and Heywood (2000:
309) do not hesitate to remark thatvareness may not be necessary for, and may not

necessarily accompany changes in the automaticgssiog of a task To illustrate
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this point, they reported an experiment carried lmutambert and Sumich in Reder
and Schunn (1996), in which subjects implicitelgrieed the relationship between the
semantic category of words acting as cues andottegibn of the triggered target that
appear on the screen and that they were askegaad.ré@hus, they learned that words
for animate objects triggered targets on the sadwe &f the screen as the word was
presented while words for inanimate objects triggetargets on the opposite side of
the screen. The subjects, however, were not awatieeoword-location relationship

they have learned. Their knowledge of this relatwees only revealed through the
measurement of their reaction time to locatingatsgvhose words deviated from the
learned rule. Other tools such as open-ended guestir forced choice of the actually

used rule did not reveal these results.

4- The difference between self-awarenessdaconsciousness

Metacognition has always been associated with ¢heg self-awareness and
consciousness that have often been used interchialygas if they mean exactly the
same thing. Chris Mathe (2000) explains the diffiee by drawing on the
explanations of consciousness and self-awarenessdpd respectively by Dennet
(1978) and Neslon (1992). Thus, consciousnesssréfewhat one has actually access
to, whereas self-awareness refers to one's knowlatlgut one's physical and mental
states or one's inner reality. In brief, consci@snis related to access to knowledge,
and self-awareness is related to access to know/labdgut oneself. The first belongs
to the 'object' or immediate level, while the setdelongs to a 'meta’ level or some
abstract and higher level. In other words, wheerdithn is focussed outward towards
the environment, we are concerned with consciogsridswever, when attention is

focussed inward towards the self, we are concewitd self-awareness. In this last
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situation, the organism becomes aware when it pe@encing some mental states,
emitting behaviour or processing information.

A more simplistic explanation of the distinctiobetween awareness and
consciousness is that the former refers to onesvlkailge about what is happening
around him. A person is aware that he is sittingstanding, seeing different objects
around him, speaking with his peers, listeningdogle and hearing the noise outside
around him...etc. In short, awareness is the actuadtioning of the mind through the
different senses that make him in contact withemgironment. Consciousness, on the
other hand, is a more complex sort of awarenesthah it results from the mind
operating on its proper functions. As such, whers@ssimple act of perceiving a
given object around us denotes a state of awareaessflection about this act of
perception is consciousness. By this token, awaeel® understood to be part of
consciousness and one of its basic ingredientss #say then to understand the
expression "conscious awareness" often used irerdiff studies dealing with
metacogniton. Conscious awareness, then, refeméts ability to think or reflect
upon his knowledge. A learner is aware of his @edi and of the different factors
contributing to his learning, but he is consciodshis awareness in being able to
describe his stategies allowing him to put thisvdealge into use. He might be aware
that paraphrasing is crucial for retention, andobees conscious of this state of affairs
when he succeeds to exert control on those stesmteg a sign of grasping their

mechanism.

5- Metacognition and conscious competence oalaing
It is not clear who first introduced the conicep conscious competence learning

model, but Howell made use of it in 1982 when déstng issues on communication
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skills in his book “Emphatic Communicator”. Howéll982) described the learning
process we all tend to undergo, to successfullyiaegqny skill or develop whatever
competence through four stages that result fromrttegraction between two criteria
with their coresponding two states. These are: @onsness (conscious/unconscious)

and competence (competent/incompetent), as shotne ifollowing table:

Competence
o incompetence Competence
>
o | 2 . .
o | 3 Conscious Conscious
= S incompetence competence
(@]
3 |l
o | 8
N (&) . .
8 9 Unconscious Unconscious
S incompetence competence
c
>

The four stages of the conscious competence leagnin

a- Unconscious incompetencehis is the stage prior to learninger se It is
characterized by unawareness on the part of thiende about his ignorance. The
learner does not know about his ignorance and ks dot have a mastery of the skill
in question and does not either know what he doekmow exactely.

b- Conscious incompetencat this stage the learner comes to realize Imsrance or
wakes up from his long standing illusion of knowirigis at this stage that the learner
ever thinks of being engaged in learning. He wdwdde never thought of the idea and
of the need to learn if he had not noticed his laicknwoledge.

c- Conscious competencthis stage takes place during ongoing learningrefby the
learner is not yet accustomed with the new rulestroictures he is acquiring. He tends
to think before he acts and is very attentive tcateher action he undertakes or
decides to undertake. For example, a languagedeanthis stage is found to be
strictly adhering to grammatical rules when atténgptto communicate or use

language in any of its aspects. He seems to thinthe rules before uttering any
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sentence. He stutters and makes a lot of falsts stad shows marks of hesitations as
an indication of his deep awareness about his tegréndeavor.

d- Unconscious competencat this stage, the learner has already mastheeskill in
question and has developed an automatic mechanigkingnhim able to respond
significantly without having to think about what f®edoing. Again with the example
of the language learner stated above, the leam&rreaches the stage when he can
use the acquired language fluently and correctthout having to bother about rules.
Obviously, he has internalised this system of rides way that allows him more ease
and immediate access that does not require muehasbefore.

This model of conscious competence learning bringthe fore the concept of
metacognition at especially its first and third desy whereby the learner does not
engage or feel the need to engage in learning sifless aware of his incompetence
and the need to change this state of affairs. Th& stage of unconscious
incompetence may be equalled to what Bernadettel Ni#91: 10) names as
secondary ignorance or "ignorance secondaire” whddnotes the learner's
unawareness of his lack of knowledge, and what tgx&e does not know. Holts
(1964: 28-29) in Noél (1991:11) sustains this idea insists on its impact on the
learning entreprise all together:

étre un bon étudiant, c'est apprendre a étre camdcde sa propre

intelligence et du degré que peut atteindre sa @ammprehension. Un

bon étudiant peut parfaitement dire qu'il ne conmgrgpas, simplement

parce qu'il exerce un contréle constant sur sa aain@nsion. L'étudiant

médiocre ne sait pas, la plupart du temps, s'il pend ou s'il ne

comprend pas.
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At the third level, the learner comes to contro$ learning by consciously
reflecting on his actions and decisions. He malss af his store of metacognitive
knowledge related to the rules and routines headjreacquired. He accordingly
activates approriate stategies on the basis detiang he had during monitoring, and
makes decisions, or decides revisions throughooate@®his is done during a long and
sufficient time, the conscious mechanism gives Wwayoutine loops to take place
whereby the learner would rather take immediat@astwithout conscious control,

and without being able to report about those astion

6- The contribution of metacognition tekills other than translation

As has been stated in the introduction of this trapight is to be shed on
existing research about metacognition in relatioth wther field of interest. As the
present research is focussed on the role of met#&emyin translation performance, it
is judicious to bring to light its contribution teading and writing skills, as being the
two major skills in the service of the translathr.fact, they represent the encoding
and the decoding processes of the translationaiatpe. Without efficient reading
and writing processes, the source message wouler gt transferred to the target
language. In what follows is an attempt to givethiof what can metacognition do to
enhance students skills in reading and writingcairse in relation to what has been

done so far in this two fields.

6-1-The role of metacognition in skilledeading
The role matacognition plays in reading is not eetdd in itself as this
relationship has fairly been confirmed by reseanctie field. What is to be explained

is the nature of this relationship and the factonslerpinning its mechanism. For

50



Chapter one: Cognition and Metacognition

example, Bialystock and Ryan (1985: 207) suggettat![t]ypically, children who

do well in metalinguistic tasks also learn to regdckly and easily, although it is not
clear how to interpret such correlatichsReading is a cognitive skill involving
mental processes at the micro and macro levels.r@dwer is supposed to grasp the
overall organizational structure of the text aslvasl the smallest units of meaning
encapsulated in words and phrases grouped tog#thiele processing the text in this
way, and attempting to understand the author'sidete meaning, the reader is obliged
to make constant use of his background knowledgeearoing the current content and
his past experience related to his capabilitiea asader. To coordinate his efforts at
these interrelated levels, the reader should renadientive and ready to make
decisions whenever a reading difficulty arises. steuld know when to skim and
when to reread a portion of a text, when he canaelinference and when not, what
to discard and what to retain in memory. All theseisional operations are known as
monitoring skills and they constitute the very esseof metacognition in calling for a
meta-level knowledge, on the part of the readenceming himself, his cognitive
resources and the task in question. Thus, whemptieg to enhance students's
metacognitive skills in this area, the followingiaities may be of capital importance:
"establishing the purpose for reading, modificationgeading due to variations in
purpose, identifying important ideas, activatingopkknowledge, evaluation of the text
for clarity, completeness and consistency, comgenséor failure to understand, and
assessing one's level of comprehers{@&iown and Baker, 1984 in Brown 1987:66).
These activities, according to Brown, were alreawlyuse even before the term
metacognition was coined. Writings on the reflestreading and learning to think
were already familiar as early as 1909 with the kwof Baldwin on his reading

questionnaire investigating the learners' readiapite. Dewey (1910) and Thordike
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(1917) were also known for their extensive work the thinking process of their
readers.

Brown (1985) and Baker and Brown (1984) in Grifféimd Ruan (2005:6)
proposed a model of metacognitive skill in readmy the basis of that already
proposed by Flavell(1979) and discussed earliea previous section. According to
them, metacognition consists of two components whie "knowledge of cognition”
and "regulation of cognition”.

Knowledge of cognition is the knowledge the redues about his own cognitive
resources, about what a reading task may requiréhi$ respect, the reader should
know what strategy is in need to overcome a givmnprehension problem. He should
also know how to use it. And once his choice of dppropriate strategy is made, he
should also know when and why to adjust his readipged in order to achieve his
reading goal. This knowledge component is overtdble and statable in that it
remains relatively constant during the reading tasd can be reflected upon and
discussed with others. However, it is age-depenidaninay develop with experience.
It is also fallible in that learners may be wrorgpat some of their assumptions and
beliefs concerning this area of knowledge.

Regulation of cognition is the set of mechanisnes gkilled reader put to use
before, during and after undertaking the task artkerwtrying to overcome a
comprehension problem. It involves predicting ouotes, scheduling strategies,
adjusting one's decisions on the basis of the teslitained, planning new actions,
testing and evaluating their effectiveness to eevtieem for more efficient use. This
component is not stable and differs among readewdifi@rent ages and academic
levels. According to Flavell (1979), young childrépreschoolers and elementary

schoolers) do not possess the appropriate metanagskills. In fact, their knowledge
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about their ability to retain some vocabulary item& text does not match with their

actual performance. This component is also oftanstaiable in that learners are not
necessarily able to bring these stategies to thel lef conscious awareness. They
know how to do something, but they cannot reflgmirutheir actions and report them
to the others. This brings us to note that metaitiognis not always conscious. As

stressed by Rozin (1976) in Brown (1987: 7gonscious access to the routines
available to the system is the highest form of negtwman intelligence”.

The role of the teachers, in this respect, is tkaribeir learners able to tune their
strategies to the text comprehension requireméittsgdents should be trained to be
more strategic by being able to make the most gpate choice as regards the
intentional application of a strategy among marhert to attain a given goal. Paris et
al (1994) in Griffith and Ruan (2005) made a distiion between a strategy and a skill
by emphasizing that a strategy becomes a skill whsed unconsciously and
automatically, and a skill becomes a strategy wlagplied deliberately and

intentionally.

6-2- The role of metacognition in skilleavriting

Writing involves somehow the same set of cognitiwel metacognitive skills
involved in reading as it also necessitates thatnthter plans his actions and monitors
and revises his strategies to meet his goals. Henyvélve writer's goals are adapted to
meet the requirements of a reader not an author.

Results of studies concerning the role of metaitiognin L1 and L2 writing
have shown that there is a link between metacagniéind performance (Kasper,
1997). Teachers of writing can rely on contrastivetoric to make the students aware

of the preferences operating in different cultuassregards text organization, which
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may have an impact on their written renditions (Res, 1991). Students’
metacognitive awareness can also be enhanced,isnréBpect, using different
techniques ranging from self-questionning, godsgtand mental imageries. These
are basically the same techniques used also forrélaging skill with slight
modifications pertaining to the nature of the tasguestion. In setting the goal for the
written activity, for example, the student is en@ged to think of a possible reader for
whom he is writing the assignement and try, thasneet his expectaions. Jacob and
Paris (1987) in Griffith and Ruan (2005) insistttteachers should show their students
what strategies to use for problem solving duriegding or writing activities, and to
understand the nature of the task they are undegakis requirements and the
different conditions of its realisation. These agpecorrespond well to awareness of
declarative, procedural and conditional knowledge.

This strategic training to develop students' cdpads for autonomy and self-
regulation in these skills should be started wilier. Metacognition, according to
Block, does not bring its desired effects if nohanced earlier in the educational life
of students. The risk is that students may confedbsatisfied with their weaknesses
and develop a defensive attitude to change. In KBowords,"if these students'
metacognition are not developed early, most wilerewdevelop more elaborate

camouflages of their reading failure@lock, 2005: 85).

7-Assessment of Metacognition

Researchers are still trying to find suitable mdthand instruments to measure
metacognition. The construct proves difficult todssessed for many reasons that are
going to be explained in another section belowwtmat follows is a table that

summarises the most common instruments and toels tve been adopted by
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researchers in this field, and gives descriptiausjantages and limitations related to

each of these instruments. The table has beenetlepith some modifications- from

Amado Gama's own synthesis (2004). The tools de=trin the table are not

exhaustive as there are other tools that we agdegoribe below, but they represent the

ones that have mostly been discussed, criticised, @nalysed for remedy by

researchers seeking reliability and validity fagithmethodological instruments.

Method Description Advantages Sources of errors and
limitations

Concurrent Think4{ The learner says out | Gives rich data about Automated processes

aloud loud everything he processes that are | remain inaccessible; young

thinks and everything
that occurs to him
while performing a
task

"invisible" to other
methods.

children do not sustain
verbalisations; reporting
may be disruptive of
processing; produces
masses of data that need
careful analyses.

Post-performance
interviews

These are interviews
in which the learner
has to recall what he
did and thought
during a learning
experience.

Provides data from
responses to specifig
direct probes.

Lack of awareness of

, processing for those
processes that are
automated,; failure to
remember cognitive event
given the interval between
processing and reporting;
lack of verbal fluency and
variation adult-child use of
language; investigator
needs to be attentive for
not cuing particular
responses.

[2)

Cross-age tutoring

Ask subjects to tutg
younger children to
solve a problem to
observe which
strategies and
behaviour they will
encourage to teach.

r Non-verbal data;
avoid subject
guessing what the
investigator wants to
hear and answering
accordingly.

Useful in the investigation
of specific strategies (e.g.
awareness of usefulness of
text reinspection strategy)

Self-report inventory

Self questionnaire
using Likert or
continuous scale with
multiple items.

Structured and
convenient; easy to
apply and score

Answers may be given to
please the investigator;
difficult to answer about at
least partially automated
processes.

Vennman (2005) in (Whitehead et all, 2009) revieviled most important

methodologies used to assess metacognition in tefntiseir possible contributions

and difficulties. These methodologies included peasive and retrospective self-
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report measures (questionnaires and interviewshicuwroent self-report measures
(think-aloud) and systematic observartions.

Self-report measures (retrospective questioesiand interviews and think
alouds) suffer from a threat to their validity &y require a level of fluency and
verbal mastery whose existence cannot be ascaitainall subjects especially when
dealing with children.

Think-alouds represent an overload to theesibjworking memory which is
likely to distort or cut off their performance dsey would not be able to remember
exactly what they did or thought. So even with @prapriate level of fluency and
verbal mastery- if they can be assumed to exidijests are not likely to adequately
report on their own mental processes without ermirsomissions or inventions
(Nisbett & Wilson, 1977). This is basically relatéd the issue of conscious and
unconscious metacognition. There is some evidemdbd research literature on the
subject that supports the existence of implicitcesses of metacognition which are
not available to conscious awareness. Flavell €1266), for example, in one of his
famous experiments on children's memory, confirrtied among the children who
were actually observed to have made lip movemeutmg the experiment —as an
indication of their use of rehearsal strategy- 2&%orted that they did not do so,
which means that they were not aware of the styategy had actually used.

Now, as regards systematic observationahaust, they may be said to have
some advantages over the self-report measureshsearlier. Through systematical
observational methods, the examiner is able tordewadat the subjects actually do
instead of recording what they recall or belieweythave done. Besides, the behaviour
observed would be directly linked to the immediatsntext of use in which the

subjects are involved.
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To go a little into details of how metacognitics actually assessed, here is
presented two of the basic methodological instrumarsed and refined by most

researchers in the field.

7-1-The MAI inventory

Metacognition Awareness Inventory was proposed bsa® and Dennison in
1994. It is a kind of questionnaire made up of &ns regarding knowledge of
cognition and regulation of cognition, and is swidid into eight component
processes corresponding to eight scales with at fear items per scale. The items
included in the questionnaire are in the form ateshents in the affirmative that the
subjects are requested to respond to and ratedwegaio a scale, the right end of
which indicates the statement is false and theeledt of which indicates the statement
is true. These statements describe, in an asséutive the subjects' knowledge related
to one of these eight subcomponents explained befowme examples of these
questions are introduced parallel to the definitoddrthe components cited hereafter.
For full details of the totality of questions, theader is invited to have a look at the
appendix 1.

Knowledge of cognition or about cognition is maddghvee components which
are:

a- Declarative knowledge which concerns knowledbeug one's skills and
mental resources and overall abilities as a leafaay. | learn more when | am
intersted in the topic)

b- Procedural knowledge which concerns knowledgeutthow to use the

strategies one knows (e.g. | am aware of whategjies$ | use when | study).
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c- Conditional knowledge which concerns knowledgewt when and why one
is to use thoses strategies or learning procedargs| use different learning strategies
depending on the situation)

As for regulation of cognition, it is made up ofdi subcomponents responsible
for monitoring and control of those strategies &news about to reach the intended
goal and bring one's action to the desired outcdrhese subcomponents are:

a- Planning in terms of goal setting and resource allocagspecially before
undertaking the task in question (I ask myself tjaas about the material before |
begin)

b- Information managemenin terms of elaboration, organization, selective
focussing or whatever technique one uses to ersinetter use of the strategies to
process information, and attain efficient resuitgy( 1 consciously focus my attention
on important information).

c- Monitoring: in terms of assessing one's learning or onlimatesyy (e.g. |
consider several alternatives to a problem befaresiver).

d- Debugging in terms of correcting one's errors and problemfs

comprehension (e.g. | ask others for help whemitdmderstand something)

5-Evaluation in terms of analysing one's course of action #adefficiency
especially after finishing the task or employingieen strategy (e.g. | ask myself if |

have considered all options after | solve a problem

7-2-Knowledge Monitoring Assessment Instrmaent
This model has been proposed by Tobias and Evé€fi€86) in Amado Gama

(2004), and as its name reveals, it focuses oRkritbe/ledge monitoring component of
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metacognition (c.f. Tobias& Everson's Model of Metgnition). This assessment
model has been widely used across many disciplineglg many categories of

subjects differing in age, aptitude, social andnecoical status...etc. It has been
proved of wide applicability (domain independerithis model concentrates on two
parts of the cognitive process of subjects, andssandertaken in two phases. The
subject is first asked if he really knows somethongnot, then proceed to challenge his
knowledge through a specific question or task teckhif he was really right in his

own assessment. For instance a subject may be #dskedknows the meaning of a

word, and then would be requested (later on) t@ givdefinition or a contextual

example of this word.

Of course, the same subject is asked/maestions of the same sort described
above to determine his awareness of his own knaeldidat would be presented in the
form of a statistical profile based on the follogiprobable outcomes of the subject to
the self-assessment question he was asked:

The subject stated he knew and indeed performemtdiagly: (a) (++)
The subject stated he did not know but succeedesh whallenged: (b) (-+)
The subject stated he knew but failed when chadldnfc) (+-)
The subject stated he did not know and indeed pedd accordingly: (d) (--)
The first two cases represent successful knowladgeitoring. The last two cases

represent failed knowledge monitoring.

Actual Performance Subject's assessment
Know Do not know

Know @ (t+) | (b)(-+)

Do not know (c) (+-) d) (--)

The number of times each of these four cases odsuceunted to obtain four

categories of result labelled (a), (b), (c), (d).
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The knowledge monitoring assessment score is thetained using the
following formula:

( (a+d) — (b+c)) / (a+b+c+d).

The resulting number is always comprised betweEnad (1). A score of (1) is
obtained when the subject never fails in her kndg#eassessment. A score of (-1) is
obtained when the subject consistently fails in krewwledge assessment. A score of
(0) is obtained when the subject fails as ofteslessucceeds.

In the present research, both models (Shraw ands®@s and Tobias and
Everson’s) were a source of inspiration. In factra®v&Denison’s inventory
questionnaire gave us an idea about the differ@ms$ ®f questions touching upon the
various metacognitive components of learners to ifteestigated. Tobias and
Everson’s model suggested the idea of checkingéear metacognitive knowledge in
general against their actual reaction when conéantith a real problem. However,
the scale suggested in the literature was not Iplesg reproduce here because of the
specificity of the present research. Thus, metaitiognin this study is investigated in
relation with the translation skill and not as anlated phenomenon. In this respect,
the questions suggested by Shraw and Dennison cshmuladapted to touch upon
translation competence. Most of these questionselier, cannot be adapted to this
aim as they are essentially focused on the gen@rgérsal aspect of metacognition.
Tobias and Everson’s model, on the other handydsdes on the monitoring aspect of
metacognition; whereas, the present research istm@araw a metacognitive profile
of translation learners as regards their declaFatiprocedural and conditional
knowledge pertaining to translation. Besides, théure of the present research is

mainly qualitative and so the scale was of no tghuse.
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8-Implementing metacognition in instruction

Despite diverging views concerning the exact natdrthe relation of metacognition
to cognitive efficiency and self-regulated learningsearch in metacognition reached
some clear, plausible and encouraging results atimitrole of metacognition in
enhancing the learning process, assisting leainergercoming obstacles standing in
their way and slowing down their process of knowkedcquisition, and helping them
to be self-independent and autonomous by beingtalil@nsfer their actual cognitive
and metacognitive potential to other related situst of use. This state of affair led
Campione (1987:118) to affirm thatthé frequency with which metacognitive
deficiencies have been cited as a factor in po@damic performance has led, not
surprisingly many psychologists engaged in instometl research, to include
metacognitive skills as a part of their overallitrilag packages Huge efforts were
made to meet the different needs of learners ferifit domains of knowledge, and a
strong emphasis was put on the particularities rdividual learners and of
instructional settings and basic academic goals @ehtations. According to the
available literature on this subject, the instroeéil work, which has been conducted
so far, included both interventions in the formpobviding learners with knowledge
about the processes in question or providing thetin mstructions about how to use
these processes. This goes hand in hand with wioatrévland Newell (1974) and
Rozin (1976) in Campione (1987) suggested respaygtas regards the efficient way
to use metacognition in instruction. For Moore aNdwell, learners understand
routines when actually using them appropriately. Rozin, an essential condition for
understanding is that knowledge of either the s the task should be available to
consciousness. Moreover, attempts were particutadgle to make the learner able to

generalize and transfer what he knows or comesmtawkio new situations of use.
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According to Campione (1987:123), if the learnems aot able to apply what they
know or comes to know in a given task situationntavel but related tasksthe
instructional effects, although theoretically inésting, remain of dubious practical
significancé. The aim is, in fact, to make learners act orirtbesn even when their
teachers' prompts are withdrawn. This may be aekiidy either providing them with
knowledge about the effectiveness of the strateifieg are taught to use or to train
them to use those strategies in different contebkthey come to realize their utility.
Learners should be made aware of the importandbase strategies and how and
when to use them. Besides, metacognition shoul@h@oinderstood as being a magical
tool, capable on its own to realize miracles amathdform students automatically into
autonomous being. To be activated and put intoséeice of the learners, there are
other factors related to the general setting ankkdamers themselves that should be
taken into account. These factors range from mttinaself-efficacy, self-attribution
to other elements pertaining to the task and it#eod. Self-regulation, according to
Zimmerman (1995:221) is not a universal abilityridiconstant in all individualsbut
[is] rather a complex interactive process involvingt only metacognitive components
but also motivational and behavioural componentgkeLother forms of human
functioning, SRL is affected profoundly by variaidn social-contextual variables,
such as task features and setting conditions"

Nevertheless, Flavell (1987) particularly ddsed the inherent need for
metacognition in any thinking organism. For himjsitasine qua norfor ordinary
human beings endowed with the faculty of mind, iresp by the events surrounding
them and armed with the will to make change andgepby carefully planning their
actions and making sound and weighed decisionsordotg to him, metacognition is

successful with an organism that is endowed withesoharacteristics such as a strong
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thinking ability, a “faillible and error prone” nate requiring much monitoring and

regulation, and a desire to communicate and malesqgmath of action clear for

oneself and the other organisms. In his own wdrasprganism further needs:
Fourth, in order to survive and prosper, [...] torplhead and critically evaluate
alternative plans. Fifth, if it has to make weightgrefully considered decisions,
the organism will require metacognitive skills. &y, it should have a need or
proclivity for “ inferring and explaining psychological events self and others, a
penchant for engaging in those metacognitive aetmdd social cognition.

Needless to say, human beings are organisms vetltjase properties(p.27)

Angelo and cross (1993), for instance, suggestedattéery of interesting
activities to attain these objectives. In this extp the authors insisted that it is
important to target instruction towards the develept of more effective and
adequate learning strategies. Learners should be#e naavare of their cognitive
resources and should be made able to evaluate @igti them against actual cognitive
endeavours. Among the techniques Angelo and croggested we may note the
following:

-One-sentence summary whereby the students are &slsimmarize a presentation
or a given course component in one sentence.

-Word journal whereby students are asked to desdhk content of a short text or
presentation with one word before they are askequstify their choice for that
particular word.

-Concept maps which provide the students with ajeahlist of terms or concepts and

have them diagram the relationships among thosester
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-Annotated portfolios whereby the students provadeampling of their work along
with brief analyses of how each demonstrates tiraisp of given concepts.
These suggested technigues are not exhaustive yabe extended to cover every area
where cognition is involved including memory, pretl solving, analysis and critical
thinking, synthesis and creative thinking, studyllsk awareness of oneself as a
learner, awareness of attitudes and values, etc

Below are some of the most effective teachiaghniques and self-directed
strategies that have been suggested by educamnesearchers other than Angelo &

Cross.

8-1-Reflective questions and reflective prompts

In Scardamalia and Bereiter (1985), these are miaahcourage critical and
reflective thinking by inciting learners to procedaogically in their reasoning.
Questions are rather general in nature and are toséect learners in the way they
should relate each step in the process to thearextFor example, a teacher may ask
the learner to guess what he should do next (wkat?h This question would
encourage the learner to think of a logical seqeendhe process he is undertaking.
Prompts, however, are more focussed and reinf@amérs' understanding of what
they are doing and help them generate inferences.ekample, a teacher may
reformulate or paraphrase a student question { et understand the problem and
find a solution on his own. So, a question suchsasuld your goal be reformed?" is
so general and cannot incite the learner to thivtkereas a question such as "what
aspects of your goal settings would you change?hase specific and stimulates

thinking.
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8-2-Metacognitive Scaffolding

Scaffolding means helping the students bridge #pelgtween what they can do
on their own and what they can do with the guidasfcethers. Scaffolding may take
the form of models, hints, cues, partial solutionsvhatever can guide the learner to
achieve what he cannot on his own. Teachers usaifpsding activities want to make
their learners more independent and self-regulabeggs. These activities, that
basically develop learners' higher level cognistrategies, would be internalised with
time and become part of the learners' alreadyiagisthema.

8-3-Modeling

Teachers, in this context, may serve as a modsleio learners by externalizing
their thought processes while undertaking a spet#tk. Peer-modeling is another
variation of this same technique wherby a studendding that job instead of the
teacher. It is believed that a learner observirggtbachers or peers effectuate a task

can learn how to do it himself.

8-4-Self-questionning

Students are encouraged to ask themselves queabons their learning process
and the progress they achieved so far in the egalis of a given task. Examples of
such questions include "have | left anything imant? Did | try all the strategies |
know? What can | do to solve this problem?...e&lf-questionning should be

extensively used to become an automated and unoassskill.

8-5-Thinking aloud and self-explanations
Thinking aloud consists of externalizing one's tifttuprocesses for the others.

A teacher doing so may serve as a model for himéea to imitate him in the way he
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tackles the problem, answers a question or conaluaxperiment. Learners can be
encouraged to act as such with their peers. Thimkdamodelling may be in the form
of self-questions (e.g. "did | carefully check mgn?") or self-instructional directive
statements (e.g. "that's not what | expectechd\le to retrace my path™)
Self-explanation is the process of clarifying aereise, a text, an example, etc
to oneself. It is based on examining the explanatistudents give while trying to
understand an example. This process of explaitiisiga mechanism of study that
allows students to infer and explicate the condgicand consequences of each
procedural step in the example, as well as appy phinciples and definitions of
concepts to justify thengChi et al, 1989: 151) Students who tend to sg{iain when

they study, learn more according to some previtugies (ibid).

8-6-Self-assessment

It is desirable to encourage learners to evaldedie strengths and weaknesses to
explicitly explain what they know and what they dot know. Another variation of
self-assessment is evaluating the production osqgreers and to make connections to
one's own work and experience. Self-assessmentweld better results if enhanced
on a regular basis as a routine. However, to btgidesirable resultstudents need a
safe environment that allows risk-taking to provigmest answers to self-assessment
guestions. Without this honesty, self-assessmeais httle value". (Bauserman,
2005:168). Moreover, Kiger (2001) in Bauserman &O0Warns teachers against
careless oversuse of this activity. In trying tokend into a routine, teachers should be
cautions not to turn it into a tedious activity tearners instead of a support for their

metacognitive development.
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8-7-Graphic organizers

Some graphic organizers include flow charts, tiagrdms, concept maps, Venn
diagrams, compare and contrast matrices, probldmi®o outlines...etc. They all
enhance learners' ability to analyse the matehi@y tare tackling and find paths to
overcome recurrent problems.

Besides, Schraw (1998: 121) also developed a regulahecklist for students to
use in monitoring their own metacognitive control order to enhance their
independence, improve their strategic skills angergheir awareness. This checklist
includes the following elements:

a-Planning

1-What is the nature of the task?

2-What is my goal?

3-What kind of information and strategies deéd?

4-How much time and resources will | need?
b-Monitoring

1-Do | have a clear understanding of what | aimgf?

2-Does the task make sense?

3-Am | reaching my goals?

4-Do | need to make changes?
c-Evaluating

1-Have | reached my goal?

2-What worked?

3-What didn't work?

4-Would | do things differently next time?
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The educational system is able to take a lot ofsmes to make students better
learners and to increase their metacognitive avesenAll learners can benefit from
metacognition and improve their thinking and reasgrskills. According to Kuhn
(1989) and Rogoff (1990), this is possible if thoeaditions are fulfilled. Students, in
fact, should spend enough time applying thosesskillneaningful contexts. They also
need observe experts use those skills. They re@srevell gaining access to an

expert's reflection on how well he is doing witle tcquired skills.

9- Conclusion

This chapter was rather meant to introduce metatognin its general
framework and to remove ambiguities surrounding ttoncept. Many explanations
were offered as regards its utility in cognitiveygsology and educational settings.
The most important metacognitive models bearinglaion with the present research
were introduced and explained to be able to deoida clear theoretical standpoint.
Light is also shed on possible applications of tuacept in the instructional field to
show its importance in the learning entreprise and developing learners’
independence and autonomy overall. More detailth@nlast issue will be the major
concern of a forthcoming chapter to show the iaties of learning and how it can be
enhanced. The relation of metacognition -or itghleouring concepts- to the field of
learning will be given due attention to see what ba done in teaching translation

competence.]
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CHAPTER?2 : Translation Theory and Translation Pedagogy

Introduction

This chapter aims to discuss the nature of trapnslats a discipline or a distinct
branch of study and to give a general sketch ofddaelopment in translation theory
since its appearance and recognition as a usefadtipe during old timesMajor
theories and theoricians are thus introduced teedisany logic or systematic character
in this development. The issue of the relationdbepwveen theory and practice or the
question of what utility can theory bring to actir@nslation performance will also be
tackled. In addition, issues on translation pedggagd translation didactics are
introduced to understand the purpose beyond thsstutionalisation of translation
training and to relate it to the history of the aifidine dealt with previously. To
understand how to teach or how to acquire tramsiatompetence, one must develop an
awareness of the particularity of such a disciplanepractice and to understand the
major controversies raised against it, throughasibhy. This awareness is the product
of a full and deep understanding of all factorstabating to translation and interfering
in the way it is perceived by given societies dtures during different historical times.

This is particularly what this chapter tries torgriabout.

I- Translation Theory

I-1- History of Translation Theory

It is very crucial to know when and how theorizingranslation began and what
were its itineraries and paths of exploration tdenstand its role in translation teaching,
which is one domain of its application besides glaton performance as such.
Translation theory is the conceptual framework thaides and inspires teachers and

educators in their job of putting into practice &t sf techniques and strategies they
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believe are most appropriate to adequate perforenainc plain words, our actions
translate well our beliefs. Actions here repredeanslation performance or practice,
whereas beliefs represent the conceptual frameveorkheory per se guiding or
monitoring this practice. Translation history mag fiegarded as part of this theory and
its source of inspiration as it brings about theeesial elements shaping this kind of
linguistic performance. For Steiner, the role af thistory of translation is crucial and
very interesting as constituting meaningful datagioalysis:
[ ]t would be possible, and fascinating, to asskemihat records there are of
the development of commercial, legal, and diplooi@anslation, to study the
interpreter and his functions in economic and aobistory. Schools for
translators, such as are believed to have flowlisghélexandria in the second
century A.D. or in Baghdad, under the leadershipiohain lbn Ishaq, during

the ninth century, would be worth analysing and parmg.

(Staing975: 272)

This historical background is not only recommend&dscholars or academics
seeking to explain the phenomenon of translatioriootheorize about it, it is also
important for translation learners who need to krbeir exact role in their society and
assimilate their present and actual position in elelutionary scale of their roles
throughout history. In this particular respect, Mijaer & Mackenzy insist on the
importance of acquiring such knowledge for devalgpistudents' translation
competence and preparing them for their futuregasibnal career:

By reading the history and theory of translatiomdshts can, for example, be

made to realize the significance of their roledociety and how it has changed

and developed over the ages, from that of a merease to that of a
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rhetorecian, an evangeliser, a scholar, a commiani@nd finally that of a
professional supplying a service in the translatnoiustry.
(Malmkjaer & Mackenzy, 2004: 33)
In what follows is an attempt to review the majands in the development of a
theory of translation and discuss some of the emgrgroblems and their impact on

applied translation theory.

I-1-a- History of Translation in the Western Tradition

Translation by being logically a language commutiica phenomenon existed
since the first time man on earth felt the need¢domunicate with people speaking
different languages. The myth of the tower of Baimekthe Old Testament is often
refered to when attempting to trace the historsmirce of translation. According to
Wilss (1982: 27)

The Babel story can be seen as the spark whichofeh discussion of

translation theory and method which has repeatbdly to deal with the

question of the preconditions, possibilities, amdits of translation from a

theological, philosophical, aesthetic, psychologiead ethnographic point of

view. Since then translation theory never ceasdutiteg different view points

which were not developing in a straightforward éindar way but were rather

swinging between extreme polarities and bringingrghopposition to one

another.

The first who is said to have theorized about et is Etienne Dolet (1509-
1546) in Das (2005), whose referential book onthig®ry of translation "La maniére de
bien Traduire d'une langue en autre" explains fivedamental principles that any

translator should respect. These are:
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a- A total grasp of meaning intended by the origm#hor and removal of source text
obscurities if any.
b- A perfect mastery of the two languages involved.
c- Avoidance of word-for-word renditions
d- Adherence to common usage when selecting apptegorms in the TL.
e- A careful choice of words and word order to picelthe intended tone.
(Bassnett, 1991)

Before Dolet, translation was seen thhmug the everlasting debate between pro-
words and pro-sense in translation (word-for-wordl asense-for-sense translation)
which is still of a major concern up to the preseme and which forms the basis of any
attempt to understand the major trends or appreathéanslation. An account of the
history of translation based on this major dichogdasmobviously most fruitful as was
done by Susan Bassnett (1991). However before BHssBeorge Steiner (1975)
attempted to describe the development of transiatieory through different periodic
spans. These were four major periods that can plaierd briefly in what follows:
a- The first period extends from the statements ioef® and Horace around 46 B.C.
and 26 B.C respectively, up to the publication &dxander Fraser Tytlerlsssay on the
Principles of Translationin 1792. Theory of translation at that particularipd was
directly emanating from practice.
b- The second period extends to the publicationasbaud'ssous L'Invocation de Saint
Jérome,in 1946. This period was characterized by the eerarg of new terminology
and methodology related to translation. The questibthe nature of translation was
associated to theories of language and mind, aecktivas a deep concern with
understanding the comprehension process and meawinigh gave translation a

philosophical dimension.
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c- The third period begins with the publication bétfirst papers on machine translation
in 1940's. This period was characterized by thdsknrent of translation by the
contribution of structural linguistics and commuation theory. Attempts were made at
applying linguistics and statistics to translatidduring this period, international
journals and bodies of translation started to ferdie.
d- The fourth period started in 1960's and was cheraed by the enlargement of the
scope of translation as a discipline to include ckeeffiorward other neighbouring
disciplines such as classical philology, compaeatiNterature, lexical statistics,
ethnography, sociology of class-speech, formalori®t poetics,...etc with the aim of
being better equipped to understand translatian@escess involving languages.
However, Steiner's account is said to behd@nical and as such misses the
particularity of this development in the historytadnslation discipline and goes against
the very flexible nature of human culture. Accoglito Darwish (1998: 23), b
historical study of translation can be completehwiit considering the contribution of
other nations and cultur&sA clear-cut division in the development of theeory of
translation or any other discipline is illusionaand even impossible. Translation
development should better be viewed through thet impgortant lines of approaches
that it was associated with in different periodstioie and an explanation of this
association and a justification of the reasons beyiis very existence. Translation
history can be described as the bulk of eventsrowgun different regions of the world
and through different periods of time that shaged practice in terms of the pursued
approach and the produced effect. It is no wondat translation did not follow the
same line of development in all cultures as evatyuce was shaped most of the time by
different historical and political events. As sud¢kgnslation history is an attempt to

retrace the different interractions occuring esgcbetween languages and cultures in
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different periods of time and different regions tfe world. It summarizestie
observations made by those who were involved imstagion processes and by people
whose brief it was to comment on the finished pcbdu the context of the translation
activity" (Long, 2007: 63). A complete theory of translatiancording to Louis Kelly in
Venuti (2000: 4), is made up of three componentsclviwere emphasized at the
expense of each other during different historiaiqus. These components concern (1)
specification of the translation function and gda), the description and analysis of the
translation operations, and (3) the critical comtaem the relationships between these
goals and operations. For example, during the $97finslation theory was mainly
concerned with the linguistic description and asialyof major operations involved in
the production of a set of equivalence typologiésctv were highly praised and valued
at that time especially in the field of traininghére are many factors that may have
contributed to this shift in emphasis, which carlibguistic, cultural, literary or social.
For Toury, these factors are even liable to affbet translator's cognitive aptitude in
making him opt for different strategies. Thugahslators performing under different
conditions (e.g., translating texts of differemds, and/or for different audiences) often
adopt different strategies, and ultimately comewith markedly different products
(Toury, 2000: 199).

However, the most determining factor effeg translation, according to Venuti
(2000) is a theory about language. This theory mastly fallen into two basic
categories in being either instrumental or hermatioeTherefore, when assumptions
about language were instrumental focussing ondleeaf language in representing the
empirical reality in terms of thought and meanitrygnslation theory was based on the
communicative role of texts in reproducing objeetmformation. When assumptions

about language were hermeuneutic focussing ondlleeof meaning in shaping reality
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according to the change in social and cultural ¢as, translation theory was based
on the social functions and the effects of thoselpced texts on receivers (Kelly, 1979
in Venuti, 2000: 5, 6).

Among the most prominent translation authet® have traced the history of
translation on the basis of approaches pursuedalglators according to some social
and cultural constraints is Susan Bassnett (19%9se bookTranslation Studies
presents, in part, a historical sketch of transtatirom antiquity up to the twentieth
century and explains the most important shift opkasis from one given approach to
another. The following brief review is mostly inggd from this source unless otherwise
specified.

Translation is often said to be a Roman itieen and this assumption is often
wrongly associated with the claim accusing the Rwnaf lacking a sense of
imagination and creativity to produce artistic weod their own. However, the Romans
had rather an accute sense of what a literary mystgght be, that goes beyond the
linguistic boundaries. Their interest in the Gréitdrary work was viewed by them as a
continuation of their own models. The source ofhsao accusation, then, emanated
from the Romans adopting archaic renditions inrttranslation of Greek source texts.
However, their purpose was not an informationakadpction of the original, for the
Roman reader could read the Greek ST without ditffc Their purpose was mainly to
enrish their own native language and literature.sAsh they found time and room to
consider the aesthetic aspects of their sources festead of considering exaggerated
and futile notions of fidelity related to the natiof fluency in the target language. This
kind of translation, as practiced by Schleimached @ome of his contemporaries
afterwards, was offering its productdt for the monolingual reader who has no access

whatsover to the original, but rather for the edteth reader who was able to read
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original and translation side by side and in doisg, to appreciate the difference in
linguistic expression as expressing the differemetween two language gares
(Lefevre, 1992:5). It is during this period thaethirst sparks of the debate between
word-for-word and sense-for-sense translation wasight to existence by Horace and
Cicero. In short, then, translation in the Romametiwas meant to enrish language and
culture and brought with it a clear dictinction ween a word-to-word rendition and a
sense- to-sense rendition with a sound justificatibwhen to use each of them.

Later this distinction took a new dimemsigith the translation of the Bible. Bible
translation was struggling between paying attentwnwords in order not to sound
heretical and paying attention to style in ordespoead the word of god to laypersons.
In fact, 'the problem of the fine line between what conslitgtylistic licence and what
constituted heretical interpretation was to remainstumbling block for centuriés
(Bassnett, 1991:46). Attempts to disseminate thedsvof god to all people, using the
vernacular, was met with harsh attack from the cnand was prohibited most of the
time. However, still many attempts at the Biblensiation were made throughout the
fifteenth and the sixteenth century and were sedyetan insistance for existence. Most
of them came to being to replace the previous barnprohited versions. The first
English version of the bible was done by Wycliffieetween 1380 and 1384. It was then
followed by the Tyndale's version in 1525, the Gdade's translation in 1535...etc.

The educative role of translation- which yslérge, its most important role- existed
long before the fifteenth. Translation has alwagsved the purpose of spreading
knowledge and making it accessible in the language knows. Translation was even
associated with developing one's oratorical stylehe medieval and the Roman time,
translation was seen as a means to develop thergfidmaginative powers (Bassnett,

1991). Paraphrasing within the same language aond fGreek to Latin was
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recommanded by the great theoretician Quitiliarsi(itentury AD) to increase students’
awareness of the structures and forms of texteem tourse of acquiring the basics of
rhetorics, which was seen as a prerequisite fologbphical thought. This sort of
activity, later on, gave raise to what is now knowas 'vertical and horizantal
translations. By vertical translation is meant station done from a prestige language
to a vernacular form of that language. This wagdselt of a development of some new
European languages that strived to gain a posgionlar to that gained by Latin at a
given point in time. By horizantal translation iamt the translation done between two
languages of the same rank or value. It is justkind of translation we know and
practice today. The vertical and horizantal tratinstes operate with different techniques.
While the vertical translation comes nearer to wiordword translation and interlinear
glosses, the horizantal translation comes nearsense-for-sense translation, discussed
earlier, by making use of borrowing, adaptatioesyarkings and close correspondences
(Bassnett, 1991:53).

In the 1% century, imitation of ancient masters was valugavhters as a source of
instruction in their attempts to formulate rules adsthetics. Translation was done,
therefore, massively to bring the classical worke being. This was especially the case
of France in the period 1625-1660 during which Gresrks especially Aristotelian
entities were rendered into French, which gavesh pa the evolution of French theater
and Frensh literary works which gained importanog were themselves translated into
English (Bassnett, 1991: 59). At that same tim&mgland, a warning was launched
against literal imitation and non-respect of theispf literary works. Sir John Danham
(1615-1669), for example, argued that the translate@equal to an original writer but
operates at different social and temporal contartshas the duty of recreating the core

of the work he meticulously extracts from the arai (Bassnett, 1991: 59). John
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Denham's translation endeavor may be seen as toreéw the widespread appeal to
stick to the original and obey rules of faithfulasegohn Dryden's formulation of the
three basic types of translation in his prefac®va's Epistlesn 1680 summarizes this
prevailing approach. According to Dryden, there drasically three dominant
approaches to translation:

(1) Metaphrase, a word by word or a line by linedidon

(2) Paraphrase, also called "translation with dd#f' and this is a sense-for-sense
rendition

(3) Imitation, this is a loose rendition where ttnanslator feels completely free to
detach himself from the original whenever he judg@ppropriate to do so.

Dryden takes a middle position in favoringgrase as the most appropriate and
reliable approach in most cases focussing all dngeson the importance of acquiring an
acute linguistic ability in the two languages idlerto be endowed with the prerequisite
skills and spirit of rendering works of art.

Throughout the 8century, translation continued on this same lirsvth by Dryden
and the others who cherished recreation as a moggpmduction. Translators, though,
were more concerned with theories of imaginatiantthe moral duty of the translator.
In 1791, Alexander Fraser Tytler, explained whatranslation should fulfill to be
successful. In his book “The Principle of Tranglati Tytler insisted that a translation
should equal the original in:

a- Rendering its complete thought
b- Adopting its same style and manner
c- Ensuring its same ease of comprehension faiatiget reader.
In the late 1%century, and even up to the™€entury, the notion of "translation as a

minority interest” emerged as an expansion of #rkez notion of preserving properties
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of the original and valorizing them as they aretfa target reader (Bassnett, 1991: 69).
It is in this respect that translation was seenaafrm of a negociation between
languages and cultures. In Michel Ballard’s worti896 : 233), fa traduction est une
forme de négociation entre les langues et les mdtues problems d’indentité (est pas
seulement celle du texte) et d’hégémonie sont éslseaux forms qu’elle prend: depuis

le gommage de l'altérité jusqu’a son integration

I-1-b- History of Translation in the Arab Tradition

The long-standing debate between literal fa@el translation or word-for-word and
sense-fro-sense translation was also manifest enAttab tradition. Translation was
undertaken in the Abbassid period in Baghdad duthe reign of the Caliph Al
Ma'min in the tenth century who established BeitHidma (House of Wisdom) to
encourage translators bring more works of art aneinse to the Arabs. He is known
through history to have paid a translator (Issac Jhnain) gold for the weight of the
manuscripts he translated to render Greek phildsapland scientific treaties into
Arabic. The Toledo School in the 12th century waslieginning of a prosperous period
of translation that markedly contributed to the &dpgan Renaissance which was largely
based on the translation already made by the Arabs.

Translation in the Arab tradition has kmobasically two approaches or schools
of thought. The first method the Arab translatorsceeded with at the beginning was
word-for-word, also known as Yuhanna Ibn al-Batagd Ibn Na'ima's method, by
which they sought to find equivalents for indivilweords in the target language. Of
course, this method failed and soon brought itsatineg effects as it was impossible to
find equivalents for most Greek words, especidiigttthey were dealing with new

domains of knowledge unfamiliar to the Arabs att tlvme. The Greek grammar was
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also impossible to cope with as tracking words Imear fashion produced anomalous
sentences in the target language, in terms of syata even idiomaticity. Thus, this
approach was replaced by the sense-for-sense appraso known as Hunayn lbn
Ishag and al Jawhari's method, by which the trémsiaroceeded by assimilating the
meaning of the whole sentence before expressisgntigianing in the target language
(El-Khouri, 1988; Baccouche, 2000). It is this apgorh that helped shape the Arabic-
Islamic culture which was manifest in the Arabdiarece on neologisms rather than
transliteration (Munday, 2001). Arabs' interesttrianslation was mainly for scientific
achievement and for the dessimination of knowledg®.such, their translation was
characterized by much adaptations and additiotisegsalso brought their contributions
to what they translated. Even their choice of therks to be translated explains well
their approach and attitude towards translatiomb&rat that time were more concerned
about science including mathematics, medicine, ¢steynastronomy, philosophy than
they were about literature. However, they were l@ssot at all concerned about the
translation of literary works as they consideredntBelves self-satisfied in this area.
They were also careful in translating philosophigabrks as they needed sound
methodological ways of reasoning to face religioasflicting views that were paving
their way in the Muslim community at that time ¢&houri, 1988).

In the twentieth century, Arabic nations remdwtheir needs for translation to
prepare for a New Renaissance they very much mis&ethassive movement of
translation was undertaken in Egypt, Syria, Lebaaod Tunisia, but was never of the
same spread and quality as the one witnessed ihighetimes of the Abbasid period
and during the Arabic Renaissance. Taieb Bacco@0@0) explains that this is mainly
due to the fact that translation in the past wasedan the basis of a self-contained and

finished product that was rendered quickly and codusly into Arabic, while in the
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twentieth century, translators were working underyvharsh time constraints as the
subject of their translation was in a permanentetigment and expansion. Thus, it is
difficult to cope with the rapid flow of such massiand flexible body of knowledge in

terms of translation. Besides, attempts made byespations were hampered by the
period of colonizations during which French and lishgwere imposed as means of
intercultural communication and education. Tramskttherefore, surrendered in front
of such harsh conditions!

Translation in the Arab world overall was not folled systematically and was
undertaken nearly haprazardly and on an indivithaais, in the absence of a collective
Arab plan of action. This translation movement,cading to Mohammed Shaheen
(1991: 67-69), was characterized by what follows:

- There was no consideration of the relation betwesed and production as many
books were translated, not because they were ndmgdleir respective societies or
nations, but because they were successful andsegceiuch attention in the West.

-There was no equilibrium in the selection of subjaatter as the books selected
for translation did not touch all subject matterimterest and were disportionate from
one field of study to another.

-This translation movement did not receive equtdndion in all Arab countries

and was not as productive as was the case in faifg@gn countries.

I-1-c- Translation in Algeria

Algeria was not an exception to this @aging concern about translation and to
this weak attitude towards promoting the transtatmovement. During the French
occupation, translation was part of the educatigmalgramme adopted by French-

Muslim secondary schools since 1850, to prepanadoidls who were supposed to
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teach Arabic after graduation using Grammar TrdiosiadMethod exercises. Translation
played its role of mediation during that periodtlas French occupiers needed to assure
communication with the natives. Besides, those alshavere a substitution to the
coranic schools and medresas which were establighadformal institutions at that
time to assure the learning of Arabic and Corantf& natives and by the natives
(Aissani, 2000). Even that Aissani Aicha does nattesin her article the motives behind
this French initiative, it is easy to deduce thet fnat it was an attempt to bring any
efforts, on the part of Algerians to contributeti@ upraisal of their own culture and
language, under control. After independence, Atgbad to meet the need of adopting
Arabic as a national and official language, and \iaaed then with the burden of
translating the bulk of legal and administrativecaments left and imposed by the
French colonizers to prepare the room for the Arddoiguage to find its way in the life
of Algerians, and to be thus operational for theimediate concerns nationally and
internationally. As such, the UNESCO suggested gbablishment of a specialized
school for translation and interpreting that maljilfuAlgeria’'s objectives in terms of
arabization even in the long term. Thus, the EcSBlgpérieure D'interprétes et
Traducteurs was created in 1963 in Algiers, whi@s o operate in a same fashion as
the Esit established in Paris in 1953. This sclaffdred specialized programmes in
different linguistic combinations involving Frenclgnglish, Spanish, German, and
Arabic, of course. It also offered courses in shamgous interpreting to train
conference interpreters (Aissani, 2000)

To finish with, one may conclude thansiation is a human discipline that was
shaped and reshaped in different cultural regidrthe world and in different epochs,
and Algeria is no exception. The environmental aionks including political, social,

economic, and cultural factors, decide on the mositranslation is likely to hold in a
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given time or place. It is no wonder that a speaifork translated in a given time may
be retranslated to meet some specific requirenaritse epoch or the region to which
the translator belongs, and from which the needtligs retranslation rises. In this
respect, Friedrich Schleiermacher (1999:18) waktrig insist on this conditional
dimension of translation when he saidhdque époque a droit a ses traductions, non
pas seulement parceque sont corrigées des érreessépoques précédentes, mais
parceque la vie de la langue et I'évolution cultierela parole des individus engagent
de nouvelles déterminations de contefptremains important to signal that this remark
was made by Scheleiermacher to defend his argufeena literal translation that
preserves its foreignity as meaning changes thrdugl and across languages, and
cannot be assumed to be fully grasped by the @tmsIHis favorite approach was,

then, to bring the target reader close to the awghd leave the author alone.

I-2- Translatology or Translation Science: Bginning of the
Systematisation in Translation Reseain

The first who is said to have provided a ctbaoretical frame of reference
to translation, and has by this token coined thentétranslation studies” to this
discipline we know, practice, and research todayJames Holmes. Holmes made a
clear cut between the different names that have bsed to describe this new discipline
by pointing to their limitations and weaknessesca@ding to him, translation cannot be
confined to theory as it cannot be referred to asience (c.f, Nida' Towards a Science
of Translation). The word "Translation Studies" pagposed by Holmes and defined by
Werner Koller (in Holmes, 2002: 176)s"to be understood as a collective and inclusive
designation for all research activities taking thmhenomena of translating and

translation as their basis or focusThe word "studies"” in English solved the problem
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appelation as it designated both exact and humamncas. This does not mean,
however, that translation is never to be a scieneeas, in fact, according to a different
but still an appropriate definition of science,témms of observations, systematization,
and attempts at applications. Fritz Nies (1988Raiss (1995:3) considers science to be
concerned with the systematization of observat@nanating from practice to elaborate
relevant theories for practical purposes. In hisiavwords, Nies defines science s "
systematisation d'observations tirées de la praiqupar I'élaboration de théories qui
ont des retombées sur la pratiqu@bid). Holmes, then, made a clear distinction
between pure and applied translation studies afidedietheir respective sub-branches
as defined by their objectives. This distinctiom@n a referential map for anyone who
may want to delve or find his/her way in the disiog. Pure translation studies have as
an objective to describe translation phenomenatargstablish general principles for
their explanation. As such, the field is dividetbitwo branches: descriptive translation
studies (DTS) and theoretical translation studi@eTS). Descriptive Translation
Studies is itself of three major concerns: produanted, function-oriented, and
process-oriented. Product-oriented DTS deals viiéhdescription of a given produced
translation then comparing it with other translasi@r versions in the same language or
in different languages, within the same periodiwfet or across periods. This may in
itself function as a translation corpus that carvesan tracing the history of the
discipline. Function-oriented DTS, a less attraztivea of research, aims to describe the
effect of a given translation on receivers in gigaeio-cultural contexts, to discern its
importance in specific places or periods. It is,aiway, a contribution to translation
sociology. Process-oriented DTS aims to describatvgoes on in the mind of the
translator when effectuating the transfer operatidme results obtained by descriptive

translation studies, so far explained, serve tloerss branch of pure TS, v.z. ThTS, to
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elaborate general principles, theories and modaeteduroughly explain the translation
phenemenon and make predictions about it. Theafesranslation can be either
general- as described above, or partial / spedtiiat is depending on the scope it is
concerned with. In this latter case, partial theoat translation is either medium-

restricted (the medium may be human or machind, @mravritten...), area-restricted

(the area may be language(s) or culture(s)), rasiicted (at the level of the word,
sentence, text...), discourse-restricted (accordmgekt-type or genre whether it is
literary, scientific, religious...), time-restricte@omtemporary texts or old ones), or
problem-restricted (confined to some broad or $meproblems in tanslation such as
translation equivalence or the translation of mietap)

The other major branch of translation studies f#diad translation studies and it is
directly concerned with possible fields of applicatwith translation teaching placed in
the first rank. Other fields of applied translatistudies include translation aids (in
terms of lexicology, terminoloy and grammars), slations policy (which explains the
role of translators, translations and translatmgaciety and provide appropriate advice
on what to translate in particular socio-culturettings...), translation criticism (having
to do with the evaluation of translation produatsl @eciding on criteria of evaluation,
liable to reduce intuition)

The table below, quoted from Munby (2001: 10) swarges this dictinction

Homles worked out and Toury (1991:181) later emkh
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The Holmes/Toury’map of translation studies (Munday 2001: 10)

1 ‘Pure’ 2 ‘Applied’
(a) Theoretical (translation theory) a) Translator training
i) General i) Teaching evaluation methods
i) Partial i) Testing techniques
(1) Medium restricted iii) Curriculum design
(a) By machine: b) Translation aids
Alone/With human aid i) IT applications
(b) By humans: (1) translation software
Written/Spoken: (2) on-line databases
consecutive/simultaneous (3) use of internet
(2) Area restricted (specific i) Dictionaries
Languages or cultures) i) Grammars
(3) Rank restricted c¢) Translation Policy
(word/sentence/text) d) Translation criticism
(4) Text-type restricted i) Evaluation of translations
(genres: literary, i) Revision of students’ translations
business, technical iii) Reviews of published
translations) translations

(5) Time restricted (periods)
(6) Problem restricted
(specific /broad Problems
e.g.equivalence)
(b) Descriptive (DTS)

I) Product oriented (examines
existing translations)

i) Process oriented (what
happens in the mind of a
translator)

iii) Function oriented (a study

of context /’sociotranslation
studies’ / cultural-
oriented translation studies)

[-3- Modern Translation Theories

In the 1950s and 1960s, attempts at more systemasicription and analysis of
translation were made. The debate around literdl faee translation that lasted for
centuries since antiquity and was subjective anddarate as we have seen previously,
is still surviving but in a modern shape as tratm@tahas finally paved its way towards
science and tried to gain more accuracy, objegtaitd sound justifications of its data

or arguments. No wonder, linguitics was a sourceingpiration as it deals with

86



Chapter & Translation Theory and Translation Pedagoqy

language, the very basic pillar of translation. @atford suggestedsince translation
has to do with language, the analysis, and desorpbf translation-processes must
make considerable use of categories set up foddseription of languages, it must, in
other words, draw upon a theory of language- a ganknguistic theory(in Delisle,
1981:53-54). Linguistics continued to have its igtpan translation studies, up to the
present time, as any development in linguisticsnadly inaugurates and prepares the
ground for a subsequent development in translation.

Attempts at systematic analysis of traimtawere thus linguistically oriented
with the advent of the then remarkable notion afiegjence, brought about by Roman
Jakobson (1959), Eugene Nida (1940s onward), Pégamark (1981), and Werner
Koller (1979-1989). Notions of equivalence and espondence gave sometimes their
place up for other linguistic orientations based d®tailed accounts of contrastive
features, characterizing the interlingual procegerating with the two languages
involved. Examples of such accounts was Jean PawhyVand Jean Darbelnet's
Stylistique Comparée du Francais et de L'Angl@i®58). The same principle was
pursued by Alfred Malblanc in 1963, between Freraid German. Besides this
contrastive approach, Nida®wards a Science of Translatiom 1964 is considered to
be a more succint attempt at linking this new gisee to linguistics, in trying to adapt
chomsky's theory of Generative Grammar to Trarsiati

It is true that the notion of equivalenwas of a paramount importance and
marked a large part of the history of the disclim its modern systematic
development. Later, however, linguistics continutd bring its contribution to
translation, but in other areas such as discouralysis with theories centered on text
types, text purposes and register analysis (Reidd/armeer). Other contributions were

brought from systemic functional grammar, with the® accounting for socio-cultural
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contexts and communication efficiency. Descriplimguistics and Russian Formalism
were also a major source of contribution with tihemicentered on literary polysystems
whereby translated and non-translated literary wadmpete for dominance.

In what follows is a brief account of thajor modern theories of translation as
they were very influential in the domain of trartigla teaching and training, and can

explain research orientation in this academic gdisw.

I-3-a- Equivalence-Based Translation Theories

Equivalence and meaning were central to anmifdl discussion of translation. This
notion was seen to be a more systematic refornonlati past issues pertaining to word-
for-word translation, sense-for-sense translatiwh faithfulness. Nida's suggestion is to
propose a distinction between “"formal® and "Dyndmiequivalence. Formal
equivalence gets closer to word-for-word transfats it attempts to reproduce the ST
structure to assure accuracy and exacteness. Dymgyuivalence, however, gets closer
to sense-for-sense translation as it attempts ddyme on the translation recipient the
same effect as that produced by the source textisariginal readers, by adapting the
message to the socio-cultural expectations ofdhget readers, and allowing a natural
flow of discourse in the translation. For Nida, dgmic equivalence should be the aim of
any successful translation as the transfer of nmeamas priority over obedience to form
and allows, as such, freerer renditions and adaptaas dictated by the requirements of
the target text. Nida's dynamic eaquivalence was &8 a logical endeavour regarding
his theological pursuing. According to his critid®e was just trying to convert his
receptors whatever their cultures. In scientifrertg, this was considered innacurate and
subjective, as it is impossible to measure thisatfiNida claims a translation should

produce.
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For Newmark the old dichotomy of word-for-woathd sense-for-sense was to be
replaced by the more sytematic dichotomy of "semanand “"communicative"
translation. Semantic equivalence is somehow am@tdNida's formal equivalence,
and communicative equivalence is somehow a matdlida's dynamic equivalence.
However, Newmark was careful not to overemphadieedffect a translation should
produce on the target reader as a translator caalays take into account the
sociocultural context appropriate for his targeté@nslation due to eventual
discrepancies in time and space. As for semantitvatgnce, Newmark considers its
difference from the strict word-for-word translation that it gives due attention to the
context in resisting to the ST lexis and syntaxvéNthelss, Newmark insists on the
priority and utility of a literal translation andwrsiders it to be the most appropriate
method of rendition unless it fails to produce anmal and appropriate target text. It is
only then can we safely resort to communicativediation.

Werner Koller then draws the attention to timeportance of differenciating
equivalence from correspondence, which was neasbd unterchangeably by many
scholars. For him, correspondence has to do witlss&ae's knowledge of Langue and
pertains by this token to foreign language compmtekquivalence, however, has to do
with Saussure's parole and pertains by this to&emanslation competence. According
to him,"it is knowledge and ability in equivalence thatandicative of competence in
translatiod' (in Munday, 2001:47). As such, Koller went funthey subdividing this
equivalence into types ranging from denotative nodative, text-normative, pragmatic
and formal equivalences.

The notion of equivalence is very much intgot in training translators and
teaching students how to effectuate the linguistamsfer successfully. It is very

simplistic an approach to encourage the studebetmentally flexible in dealing with
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pair of languages without providing them with soguéding practical examples. Vinay
and Darbelnet’s contrastive approach was and lisraliable as a training tool in this
perspective, at least for beginner students. Withis approach, equivalence is tackeled

but with a different meaning and scope of applarati

I-3-1-b- Contrastive-based Theories

Vinay and Darbelnet proposed seven transiatiprocedures that sum up the way a
translator is to effectuate the transfer. Thre¢hebe procedures are a direct approach,
i.e, a literal rendition. The remaining four prouegs are an oblique approach, i.e, a free
rendition. In what follows is a brief account ofeie major procedures starting with
those pertaining to direct translation (Vinay araftieinet, 2000)

a-1- Borrowing items from ST are transferred as they are in @Tiilt a
semantic gap or add local colour to the producet tdany words have now gained
their place in the traget language because ofpitusess. Examples are café, rendez-
vous, déja vu, genre, menu, etc. The translatoenisouraged to make his own
contributions and not just use what has already demrowed, by making sound
decisions whenever he judges it appropriate.

a-2- Calqueitems from ST are transferred literally to TT pesting thus the
particularties of the target language. A calque @ lexical or a structural imitation
as these two examples show respectively: scienteriscience-fiction; compliments
of the seasons/compliments de la saison.

a-3- Literal translation this is a word for word rendition that Vinay and

Darbelnet highly recommended for translators teperunless it proves impossible in
case the produced meaning sounds abnormal or catltée obtained for structural

reasons. For example, "he looked at the map" caermered literally as "il regarda la
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carte”, while "he looked the picture of health" wah and should be
rendered into something like "il avait l'air enipléorme”.

a-4- Transpositionitems from ST change their parts of speech,vieebs are
changed into nouns, nouns into adverbs, etc. Toawitspn in translation is either
obligatory or optional. Hence, a sentence like "st&s lever" can only be rendred with
a transposition process into "as soon as he gétG@ughange from a noun to a verb).
A sentence like "apres son retour" can be rendeittter literally or through a
transposition as follow "after his return” or "aftee comes back".

a-5- Modulationitems from ST change their semantic point of vieWw T. For

example "the time when..." must be rendered into Mlement ou..." (when/ou).

Modulation in this case is dictated by the requeatrof the TL. However, modulation

is sometimes optional as when we prefer to renitlés hot difficult to show..." into
"il est facile de démontrer...", although, linguisiiy speaking, it is possible to cope
with the ST form (“ce n’est pas difficile de montie

a-6- Equivalencatems from the ST change their stylistic and &tieal shapes
to cope with the requirement of the TT. The besingples of equivalence are idioms
and proverbs. As such, "il pleut des sceaux/a sdrcen be rendered into "it's raining
cats and dogs".

a-7- Adaptationitems from ST especially those pertaining to wak aspects
change their reference when they are non existenbn operational in the TT. This
is often referred to situational equivalence whegr@lmew situation is recreated for the
benefit of the target reader. Vinay and Darbelne¢ ghe example of "he kissed his
daughter on the mouth" which would be culturallgppropriate when translated

literally into French and has thus to be adaptéal something like "il serra tendrement

sa fille dans ses bras".
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Contrastive-based approach of translatiere also pursued by Catford (1965) in
suggesting his theory of translation shifts wherdbgnslators are encouraged to make
major changes at the levels of grammar and diseowrsealize a successful transfer.
He thus distinguishes between shifts of levels simft of category. A shift of level
involves an interchange between say grammar ans Vexen effectuating the transfer
between two languages. A shift of category involaeshange in grammatical structure
or rank, part of speech, or an internal system lasnva corresponding element exists in
TT but is not appropriate as such (edvicein English is renderedonseilsin French).

These contrastive approches were once caeside be translation methods par
excellence. However, this can only be true withitvegr translators who still need to
perfect their linguistic competence and as suclhld neebe made aware of the distinct
mechanisms of languages in their ways of relayimgught. Delisle (1981:94) here,
rightly claims that this approacltsé révele surtout un outil de perfectionnement des
bilingues. Elle intervient avec profit en pédagogie la traduction en raison de
I'insuffisance des connaissances linguistiquesaggsentis-traducteurs et ce, en dépit

des exigences imposées par les écoles de traductiadmission”.

[-3-1-c-Function-Based Theories
Functionalist and communicative approaches to lafine soon emerged in Germany
during the 1970s and 1980s to replace the staticnanimalist approach to translation
that was prevailing at that time. The text or tisedurse was viewed as more utile a unit
to be looked at to discern any systematicity argllegity in the act of interlingual
communication. In this respect, theories about tgges and language functions were
particulary interesting as regards translatorshitig. Also was interesting, Vermeer's

Skopos theory (2000) which is of much relevancehéotranslator at work. Nords's model

92



Chapter & Translation Theory and Translation Pedagoqy

of text analysis (1991) is a reliable tool in tiends of the trainees, to be inculcated the
right habits of dealing with translation and pratieg with texts. In what follows is a
brief account of these theories:

I-3-1-c-1- Katharina Reiss's text typeReiss linked the types of texts to Buhler's
language functions. According to her, any text wlopiedominately focuss on one of
Bihler's three functions, viz, informative, expreesand appellative (Reiss, 2002).
Thus a text would either be concerned with transmgitfacts, knowledge, information,
opinions, etc and as such would be classified asgb&nformative”. If a text is
concerned with the aesthetic dimension of languagexpress attitudes or emotions, it
is classified as being "expressive". If, howeverisi concerned with persuading the
receiver to undertake an action or adopt a giveiude, it is classified as being
"operative". Each of these text types would regairdifferent translation method. An
informative text, for example, would require frohettranslator to adopt a plain prose in
his rendition using explictations and commentawbgre necessary. An expressive text,
however, would require from the translator the wudethe "identifying method"
(Munday, 2001:75) whereby the ST author's pointiefv is emphasized. Last but not
least, an operative text, in being concerned with éffect it seeks to produce in the
receiver, would require from the translator the okan "adaptive method" whereby he
seeks to reproduce the same effect on the targdereReiss's text type theory is also
valuable in translation assessment in that the exanor the translator himself would
consider evaluative criteria according to the prethating function the text is to fulfill.
She considers, for example, that a metaphor ieteetained in an expressive text and
rendered semantically in an informative text.

I- 3-1-c-2- Reiss and Vermeer's skopos Theaag: its name may indicate skopos

theory (which means in Greek aim or purpose) dsfite purpose of translation and
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characteristics of the translational action its€ltiis would determine the approach the
translator should pursue to satisfy the need o€liesit or translator commissioner. So a
translation action starts with defining a goal on af the commission as negociated
with the client or commissioner. If the client isable to define clearly his goals, a
translator negociates with him a possible goal laglps him as an expert to come up
with appropriate suggestions. Then the translatmtion proceeds to determine
conditions under which this goal is to be attaiire@rder to be able to decide on the
appropriate strategy and procedure the translatty put in use. Thus, the skopos can
help 'to determine whether the source text needs torameslated’, ‘paraphrased’ or
‘completely re-editéd(Vermeer, 2000: 231). Translation in this respscseen as an
action, which obviously implies that the actor dretdoer of this action nfiust
(potentially) be able to explaiwhy he acts as he does although he could have acted
otherwisé (Ibid: 223). The translator should be thus awairé¢he divergence between
aims and potential purposes of both source texdganget texts which would determine
and justify the arrangement of the content advatchyetheir authors. The skopos theory
in being based on a decision to take with regaydmtobjective to attain, is an attitude
professional translators are used to advocate woausly or rather automatically. It is,
thus, in pedagogical terms, an attempt to makei@kftiose unconscious decisions for

learners to help them acquire translation competenc

[-3-1-c-3- Nord's Text-Analysis ModelNord makes a clear distinction between
documentary translation and instrumental trangfatio documentay translation, which
Is typical of word for word or literal rendition|leanents of the source text are preserved
in the target text to achieve some desired effe¢banaintain a certain degree of local

colour. In instrumental translation, which is tygicof a free rendition, source text
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elements are adapted to the culture and expecsabiotne target reader as to ensure the
same effect or fulfill the same function aimed hg source text (Nord, 1991). Nord's
aim is to help the trainees in effectuating a fioral analysis of the source text in terms
of its extratextual and intratextual features amtednine the most appropriate strategy
to be used in its translation. Nord also gives dttention to the role played by the
translation commission, ortranslation brief as she prefers to call it, and which
specifies points of divergence between sourcedsadttarget text in terms of intended
function, kind of addreesses, time and place of tegeption, medium of production
(speech or writing), the motive (why the sourcet teas written and why it is being
translated) (Munday, 2001:82). Nord then sugg#sts the translator proceeds with
analysing the source text in terms of featuresapertg to subject matter, content,
presuppositions known to participants, micro andcnostructures, illustrations,
specialized lexis, suprasegmental features ofsstre®nation, rhythm...etc. Upon this
crucial analysis, the translator is then able toidkeon adequate strategies in terms of
priorities. He will know if he is to decide on amstrumental or documentary translation,

and will know which text features should be presdrand which should be adapted.

[-3-1-d- Polysystem Theory

Polysystem theory is a further advamcganslation studies and a further attempt
at broadening approaches dealing with translatimts ubesides the discource level or
the pragmatic level. This theory was first devetbpethe 1970s by Itamar Even-Zohar
who introduced the idea of dynamic structuralisnd #me concept of open system of
systems to account for variability and heteroggneittime and place that characterize
the development of literatures (Even-Zohar, 19A@ording to this theory, translation

is studied within the cultural and literary systemwhich it functions. Translated
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literature is part of a more primary system of ratare which is itself part of a
hierarchical order conditionned by a set of so@altural and historical constraints. The
place translations occupy in this system at a gplase and time will determine and
explain the strategy translators pursue in theiditeons. Thus, if the translated work is
ranked highly or occupies a primary or central posiin this system, translators would
not strive for matching TT criteria and would iredebring themselves close to the ST
to introduce new creative and innovative modelstier target culture. If, however, the
translated work occupies a secondary or periphmsition, translators would, in this
case, strive for reproducing TT requirements ofeptability to yield a fluent product
readable in the target language.

Toury in (Munday, 2001) tried to reach a gehevglanation of translation
phenomenon and determine those trends in transldthaviour that make up the
decision making process. In other words, what makasslators translate in a given
way or adhere to a given precept? Translators, thake their decisions as regards the
texts to be translated and the manner they are tmahslated according to certain socio-
cultural norms they acquired from their communitsough processses of education and
socialisation. Therse norms are, in fact, gradevéxen idiosyncracies and rules. A
norm may be dictated by an individual choice oiapbr it may be dictated by stronger
rules that the whole community adheres to. An examapa norm is when the translator
decides right from the beginning to produce a ssin@sed translation or a target
translation. This is named by Toury as an 'inii@im'. A translator can also decide on
the text to be translated in a specific culturetiore, or he may choose to do his
translation from an intermediate language. Theterldecisions are governed by what
Toury names 'preliminary norms'. Last but not leastranslator is also supposed to

make decisions about the textual materials andirtgaistic shifts he would realize in
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his rendition as regards relocation, ommissiondjtiahs, segmentation, explicitations
and footnotes, lexical items and phrases to be,usted Those textual decisions are

governed by what Toury names as 'operational norms'

lI-Translation Pedagogy and Translation Didactics

The words pedagogy and didactics are oftemgly taken to mean the same thing
in education. However, they are two different bellated concepts. Pedagogy has a
broader scope and deals with the theoretical faimdaf teaching and learning as an
educational process. Didactics is rather more fipeas being concerned with the
application of the theoretical models developedglilosophy, psychology, sociology,
pedagogy and any field that can bring beneficialtigbutions to the teaching-learning
enterprise. In being concerned with the practia ®f education, it is concerned with
the global and specific activities that ease amaraitterize the educational endeavour
including particularly aspects related to instrooél design, teaching models,
assessment practices, curriculum development...etce vecently and as education is
now shifting attention from teaching to learningldearners, didactics is covering new
set of activities to cope with such a shift by udihg dimensions related to learners and
learning mediation and facilitation instead of fesing on classroom instruction
(Bertrand & Houssaye, 1999; Allal, 2011). So, whtalking about translation
pedagogy, we particularly mean the broad theolelicas explaining its nature and
specificity as a discipline to be taught and theegal guidelines of what to teach
exactly. When talking about translation didactios, the other hand, we particularly
mean translation models and approaches to be inateddiadopted in the classroom
with the learners. We also mean to explain thargite made to apply some theoretical

and conceptual models concerning translation totntlee needs of learners and
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professional translators in relation to a giventegnhof use that can be defined by
social, psychological, and/or economic factorsalsense it answers the questions of
how to teach translation according to some givewortgtical models? And why teach in

a given way?

[I-1- Translation Pedagogy

This section aims to introduce the issueramnglation teaching and sheds light on
major controversies encountered in this domainngledion teaching is a recent field of
interest in comparison to translation practice, aluhis rather paradoxical as Delisle
described it, bien que I'on traduise depuis des millenaires, aseggne la traduction
pour former des traducteurs depuis a peine unetaiea d’année, ce qui est assez
paradoxal’ (1980:14). This paradox can partly be explainedheyfact that translation
nature was not clearly discerned to be taught systeematic way. Up to now, people
still tend to believe that it is merely a lingugsskill that deserves only the attention we
already give to teaching languages. For those, sgieoa distinction between a linguistic
skill and a translation skill, they usually stumbkd¢ the questions, "how to teach
translation? / what to teach in a translation ce?itsThese are the very questions this
piece of research is concerned with, and thes¢hareame questions we are trying to
highlight through this theoretical review about ngkation hoping to find some
encouraging hints to find an appropriate outlet.

According to Delisle, in teaching translative aim to make explicit for learners
the intellectual process behind the operationaridferring meaning. In his own words,
he said, eénseigner a traduire, c’est faire comprendre le qassus intellectuel par
lequel un message donné est transposé dans une langue, en placant I'apprenti-

traducteur au coeur de l'opération traduisante pdur faire saisir la dynamiqué
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(1980 :16). The question is then what is this latélal process and how can it be
taught to learners or make explicit for them?

A more detailed account of what to teaclranslation, led Delisle to postulate a
cognitive framework which reminds us of the effattse by educationalists in the field
of cognitive and educational sciences to explashr@mnforce learners' thinking process.
Translation is now not any skill, it is a thinkipgocess that means absolutely to learn
how to think, Apprendre a traduire serait, en définitive, appresmd penser pour
rendre fidelement les idées d’'un au(i@élisle, 1980:18). This is a rather more acute
definition but still hard to apply because teachtnigking is in itself a hard enterprise
and admittedly needs further clarification. Whathis thinking process like? And how
can it be taught? The translator, as any learngsractionner may ascertain, should
think about many issues at the same time. Theremarg factors that should not escape
his attention and thus his thinking.

Le traducteur pour sa part doit tenir compte deorijine du texte a

réexprimer, de sa nature et du public visé (learfutecteurs). Le théoricien

et le didacticien de la traduction ne peuvent pasdalimiter leur analyse du

phénomene de la traduction aux seules composantpsgdtiques des textes,

il leur faut absolument déborder sur la pragmatigain d’inclure dans

lanalyse du processus de la traduction les complés cognitifs et

situationnels non manifestes dans les signes latiguies’ (ibid :24)

Following this line of thought, one may ascertagaia that this objective is attainable
by simply enhancing the students’ linguistic apguto make them able to deal with
macro-linguistic issues going beyond the word amel sentence. A communicative

competence, as expanded by Hymes (1972) bringdght &ll the socio-cultural
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dimensions pertaining to successful communicati®m. once again is it beneficial or

ever possible to teach translation?

[I-1-1- Can Translation be Taught?

Translation was for a long time seeking identiiimatas an academic field. For
some it was a science, for others it was an aat @aft. Translation is seen as a science
in that it adopts scientific standpoints of neighibg disciplines such as linguistics,
neuroscience and even computer science. The ni@sttszharacteristics of a science is
the notion of laws. However, translation is raiélgver an instance of applying laws. It
is rather a matter of selection and decision. Waemnanslator exerts his freedom to
decide on translation issues and problems, traoslé felt to be a science. However,
translation is a skill and ability that gets entehavith time and practice in addition to
awareness of its mechanism and subtleties. In rdgpect, Robinson (2003: 164)
emphasizes the role of knowledge about translad®ra profession in talking about
pretending to be a translatéit, is obvious that the more knowledge you haveuabow
the profession works, the easier it will be to pret successfully; hence, the importance
of studying the profession, researching it, whetheclassrooms or by reading books
and articles or by asking working professionals ey dd. As such, translation then
is a craft. This problem of identification is aetbrigin of the issue of whether to teach
translation or not. If this debate is pushed a dtether, one might even wonder
whether there is a difference between teachinguages and teaching translation.

According to Pienemann (1989), teaching rglage is amenable to two major
aspects. One is related to the developmental aspémguage which is common to all
learners without any distinction, with regardstie tearner or the learning method. The

second aspect is variational in nature in thatayspdue regard to variation in the
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language acquisition process, and to the relatietwéden learners and learning
situations as for example the extent to which #errer is immersed in the target
culture. In the same token, translation may be $@en two interrelated angles. On the
one hand, it is a common skill with language leagniOn the other hand, it is a specific
skill that has its keen particularities which clgatistinguishes it from a linguistic skill
per se.In other words, translation is in a sense a linguiphenomenon, but from
another side, it is an intercultural and intercomioational enterprise (Azizinezhad,
2006). It is according to this last dimension tldtim and Mason (1997:1) view
translationas 'an act of communication which attempts to relaypss cultural and
linguistics boundaries, another act of communiaaitio

In this respect, someone learning toslete would feel the need to be
guided and directed to overcome whatever problem ange. He would also need to
trust his approach and take sound decisions whenbding at different obstacles, be
they linguistic or of another nature. His awareneseds to be raised as regards
language intricacies and discourse structure. bigmitive ability needs to be enhanced
to increase the capacity of his working memoryerdgton span, concentration and
problem solving efficiency. For all these reasond enore, one might safely conclude

that translation is to be taught.

[I-2- Didactics of Translation

When talking about translation teachieayhing it is inescapable to talk about
language teaching/learning. Traditionally, translatwas seen to be affiliated to
language acquisition. For a long time, translati@s practiced as a linguistic exercise
and was even used as a means to reinforce theetsarnguistic background

knowledge. Its development was largely inherent @epglendent on the development of
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language teaching in its own right. So when langudarning was reduced to a
"bottom-up skill in language reception and produttj translation could not escape this
tradition in that it was too treated aa tnatter of acquiring a bottom-up skill in
understanding source text forms and their content tansforming them in a more or
less linear sequence into linguistically 'equivdlearget text forms(Baker, 1992: 61).
Translation teaching, then, was dealt with in terofisexercises based on linguistic
equivalents whereby the learners is encourage@msfer content from source language
to target language, following some set of dictdimunal patterns of use to guide the
learner in his operation of transfer. Such a kihéxercise gains its force and gives its
desired effect when repeated many times. This ipea still adopted in some German
institutions.

Delisle (1992), Ladmiral (1979), Ledré©94) all made remarkable distinctions
between translation pedagogy and pedagogy forlatams, using different appellations.
For Delisle, for example, translation pedagogyrnefe the linguistic exercise, learners
use or are encouraged to use to acquire a forgigguhge, while pedagogy for
translation refers to the training course futuanstaters follow to acquire translation
skill as such. In this latter case, learners appssed to have already an appropriate
mastery of the two languages involved. Now, for roadl, he stressed the same
distinction but used other designations namely sledional translation (traduction
traductionnelle) and translation exercises (themevession). As for Lederer, the
distinction is between pedagogical translation prafessional translation. Lederer, as
many other translation scholars, did not negleet ritble of translation pedagogy in
fostering learners' linguistic backgound and in amding their awareness of the
correspondance existing between different linguistystems which can raise their

aptitude in coping with liguistic constraints enatered in translation. Pedagogical
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translation proves useful at least at an earlyestd#dearning; however, it is inefficient
in preparing translators for the professional figddit does not teach learners methods of
creating equivalences at a higher and more sopaistl level. In this respect Lederer
says,
enseigner le fonctionnement d'une langue exige adgrecplus vaste que
celui fourni par la phrase. Or dés qu'on dépassteclimite, les contextes
modifient les significations. L'enseignement degjlees ne peut éviter le
recours a des textes mais ne peut se permettreewte dppliquer une
méthode interprétative car celle-ci, par les églewmaes ad hoc, éphémeres,
gu'elle établit, va a I'encontre de l'acquisitiorunl systéme linguistique

stable et objective. (Lederer, 1994:134)

To make this distinction even clearer,usttake an example Lederer used herself
as an illustration. In a translation of a passagmfGreen's short storfrfhe Basement
Room a sentence such as the one below, could be cerdiiferently according to
norms dictated by either pedagogical translation poofessional translation. The
sentence is:she meant nothing to Philip; she belonged to a awvaldout which he knew
nothing at all. Its linguistic translation would beelle ne signifiait rien pour Philip;
elle appartenait a un monde dont il ignorait touAn quivalence-based translation, as
required by professionals, would yield®Hilip n'arrivait pas a la placéet, or "Philip ne
savait pas quoi penser d'élleThis example, illustrates the kind of skill tsd@tors
require without diminishing, of course, the roletbé linguistic component which, as
Lederer said, should be introduced prior to thediaion skillper se(ibid).

Over the past 30 years or so, another agpr@ame into force and replaced to
some extent the traditional linguistic one citedaand which Lederer prefers to call

pedagogical translation. This was the functiongbrapch advocated by Justa Holz-
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Mantari, Katharina Reiss, Hans.J, Vermeer and @heidNord, which sprung from the
observation that different situations call for di#nt renderings (Lu and Guodong,
2011). According to such an approach, translatiooukl take into account factors-
other than the linguistic ones- pertaining to tlheeppse of the text, recipients, specific
context, commissioner, communicative text functiprgducer, ...etc. Translation was
not seen anymore as a transformation processathérra production process thanks to
which a text is produced in a target language anahich it will have a given function
according to a specific context dictated by theetgp recipient and its defining culture

and purpose.

[lI-Translator-Training Institution

In this section, the notion of institutad translation is introduced as a historical
phenomenon that gained force just recently. Byitutginal translation is meant
translation systematized and canonized within aemivnstitution aimed at its
development and flourishment. The idea is to graedlation a reason of being and to
delimit randomization characterizing its practiPeofessional translation can be viewed
as being institutionalized within this scope ifstthe outcome of a pre-planned training
set for specific goals or functions. Teaching thainen at universities and specialized
schools is a case in point. Translation teachingraning may be seen as a recent
phenomenon if we just consider its scope of exmpemsHowever, institutional
translation existed long before at different pesiad its development, but probably for

ephemerical and temporal situations that requimradediate actions.
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[1I-1- Historical Background

Translation was practiced since antiquiiyt people tended to learn this skill
through practice without caring much of how it carer be developed or reinforced.
After the French Revolution, ideas about equaligrevspread and people became more
aware of the notion of merit as a social dimendimrgain a better status in society
(Dollerup, 1995). Furthermore, the scientific asleiment and the industrial revolution,
created a serious need for intercultural commuimicand international contact. People
felt more and more a need for education and alkwheaggers and necessitates in terms
of books for knowledge and entertainment. Of coutke need for learning foreign
languages and especially for practicing translatbecame apparent as both serve a
means of "adding to home-grown products” and emmcland updating the nation's
bulk of knowledge (lbid: 20). At the beginning, thevere more attempts at teaching
languages, as translation was made subsidiary andndary an activity and was
understood to be logically tied with language cotapee. That explains the emergence
of grammar-translation method as a methodolgioall to support learners' acquisition
of a second or foreign language. Gradually, peamed better understanding of
translation and of its utility to meet the societaed for translators. In this respect,
Dollerup (1995: 29) was right to postulate thatathers of translation have not
invented translation theory, but they have fordetbitake a firmer stand. [...] before
there was a massive societal need for translatbese was no need for moving beyond
belletristic wanderings"This also explains the rise of translation stedis a distinct
discipline and the systematic attempts that werelen@ reach a general and self-
contained theory applicable to more pairs of laggsaand to more types of texts and
contexts, as dictated and constrained by the preman Thus, according to Michel

Ballard (1995: 234), k’affirmation des langues vulgaires a la Renaissaaccroit le
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volume des traductions et déclenche une consciphee aigiie du phénoméne qui
donne naissance aux premiers traiés

According to Baker, too, institutionthnslation is a recent phenomenon in
regards with its practice (Baker, 2001:280). Thst finstance of institutional translation
can be traced back to 1669 with the foundationhef €onstantinople School to train
French-born students as interpreters for Turkiglp# and Persian. It was followed by
the foundation in 1754 of the Oriental Academy bydtess Maria Theresa and which
meant to train orientalists and interpreters rexggulyy the Hapsburg court.

In Spain, we could witness some sort of fedits institutionalization with the
creation of the Toledo School in the™@ntury and the emergence of a group of young
translators guided by their masters. It is said tt#e great discovery of Columbus and
others might never have occurred without the trassion of knowledge and science
that took place in Toledo in those y€afSofer, 2006: 26) However, translation at that
time was far from being a full-time occupation amds only concerned with limited
subject matters.

A certain form of training occurred in Euroghering European colonization and was
politically motivated. In fact, natives were seiaick to the metropolis to be turned into
bilingual intermediaries. The purpose was not todpce professionals but rather to
control what they considered to be a suspect pufies

In Egypt, Al-Alsun school was established i83% headed by al-Tahtawi, and
marked a sort of an opposition to colonial expamdiy attempting to confirm one's
own culture and identity and encouraging the trmsif knowledge. The school
flourished under the supervison of al-Tahtawi amatipced many valuable translations
that were done for educational and cultural purpd&ugman, 1984). According to

Brugman (1984: 19), itwas probably one of the very few non-military goveent
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institutes of higher learning at the time; almoBtealucation subsidized by the state was
dispensed at military schools”

In Europe, translation was given importanceelation to diplomatic and political
affairs. It first served the purpose of creatingioral cultures as was the case with the
apprentice scheme espoused by Finland in 1831.,Theshifted its concern to
promoting international relations as was reveatethe measures undertaken by some
informal institutions for training translators aimterpreters (ibid).

According to Baker’s historical account (2D0Othroughout 1884-1944, special
translator-training programmes were designed fplodaats in the Humbolt University
in Berlin. In Spain, on the other hand, translatias under the control of the state court
with a special emphasis on legal translation aedrémdition of official documents. In
Uruguay, for example, students of the national ersity's school of law were granted
degree of public or sworn translator since 1855is Twas also the case of the
Copenhagen Business School since 1921, and the IRatitute for Comparative Law
since 1931.

In the mid-twentieth century, translatoiifirag started to gain independence in
universities, by offering more general programmesctv were no more specific to
some particular vocations. This was the case ofiéleerg (1930), Geneva (1941), and
Vienna (1945). In some other universities, tramsfatwvas associated with language
learning and its training was thus dependent onestoreign language institutes. This
was the case for Russia, China, and some Easteopé&an countries.

After the World War I, interest in teachitrgnslation was once again focused on
political issues namely, building peace and spreadhe international regime of the
victorious powers. As such, translator-trainingtiméions gained more force and were

established almost everywhere to meet the needeimst of simultaneous and
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conference interpreters. For the same reason, tle@clr increasing interest in
establishing European unity and imposing Frenclodipcy in the world was translated
into the creation of the Fédération Internatior@gds Traducteurs (FIT) in Paris 1953,
which was followed in 1957 by the creation of theole Supérieure D'interprete et de
Traducteurs (ESIT) and the Institut Supérieur Bliptétation et de Traduction (ISIT).
Teachers working in such instituitions were maipiyofessional translators, which
explain the vocational orientation pursued at timae. The implicit aim beyond these
institutions was, in fact, independency and autonothe subject they aim to teach.
That is to say, they insisted to make a clearaittin between teaching translation and
teaching languages. Translation profession wassthdging point of most of these
institutions which were in permanent conflict wither institutions espousing different
approaches. This resulted in a theoretical debaaesl by those advocating a technical
and linguistic approach and those advocating anpaéig or purpose-oriented approach.
Vocationally-based institutions such as thdTE8ere then integrated into national
university systems to remove any barrier betweerdemic and vocational education.
The ESIT has been associated to the Sorbonne dy pdssed in 1984. This was also
the case of many other institutions across othenit@s such as Germany and Spain, a
fact which raised the number of degrees in traisgiassued by the universities to meet
the need of the market requirements. Since 199@syly created translation
programmes were actually emerging from within ursitg departments of language
and literatures or were organized interdepartmbintdMost of these newly devised
programmes, in comparison to the old independecati@nal programmes, had the aim
to ensure specific competences to students witadyr basic general skills acquired
elsewhere. The programmes thus are often offeredh® basis of shorter cycles (as a

master or a postgraduate degree).
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Once translation gained its place in the ersity as short cycle programmes, it
started to gain more ground at the level of thiydle academic programmes (doctoral
level) where it was associated to other related meidhbouring disciplines such as
linguistics and comparative literatures, to widka scope of translation studies, and to
enrich the research literature on the subject. Aing to Caminade and Pym (1998:
285) 'having thus entered the academic sphere, transka#iming has become loosely
attached to an academic discipline, translationdsts, which in some circumstances
gives the pedagogical programmes greater legitimaejthin the university
environment Since then, vocational translator-training ingtons started to raise
doubt about the credibility and the standards pddoy these university programmes,
accusing them of teaching languages instead anaigenylearners in idle theory. The
debate we witness nowadays of whether to teacBlaton or not, and when to teach
translation, and if translation is to be taughtongl languages of after an adequate
mastery of the languages involved has been gaisdte long standing effect of such
doubt.

Universities are now offering multitude afogrammes meeting the need of the
nation they serve and proposing a diversity of appnes and contents that are

sometimes put to scrutiny, and stimulate reseacrasducators like for disagreement!

[lI-2-Trends in Translation Teaching

Translation is now recognized as a sepaliatgpline and taught as a speciality in
most universities and distinguished schools arotined world. However, research in
translation teaching and training is still in itsginning, and teachers are still struggling
to be guided in their mission of training futurefassionals in this field. No wonder,

translation suffers as a subjet to be taught. Texaatio not know what to teach and how
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to proceed in the classroom and which theoretitahdpoint to adopt and why.
Multitudes of questions are standing in the wayeaichers and learners of translation.
In what follows is an elucidation, drawn from thiedature on the subject, of the many
approaches a translator teacher may turn to asi@esof inspiration when trying to

systematize his teaching practice.

[1I-2-1- Pérez's Seven Major Trends i ranslation Studies

Although Pérez's major trends conceandiation studies as a whole, these same
trends can be said to be applicable to transldgaching as they provide a source of
inspirational approaches for teachers and evealsyl designers.

For Pérez(2005: 2,3), thus, there are sewajor important trends in translation
studies which sum up the various research undertabeut translation and suggest
possible theoretical approaches one may adopaghieg translation. These are:

1- A focus on (mostly 'discrete units of) languageg.(@akobson 2000,
as well as Vinay&Darbelnet 1977)

2- A focus on the communicative nature of texts (eegbert& Shreve
1992; House 1981,1997; and Hatim& Mason 1990,1997)

3- A focus on communicative aims through texts (e.g3R&989;
Vermeer 1989; Nord 1997)

4- A focus on the link between translation and targeltures (e.g.
Even-Zohar 1990; Toury 1995; Lefevre 1985)

5- A focus on the 'new translation ethics'(e.g.Basénkefevre19910;
Venutil995; and postcolonialists)

6- A focus on the translator as a rational and ematiobeing

(e.g.Seleskovitch1976; Krings 1987; Gutt1991,2000)
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7- A focus on translation corpora (e.g.Bakerl996; K001;
Laviosa2002)
These are the different trends vocational instngj university departments and
specialized schools are seen to make use of demeodithe aims and objectives they

set for their learners or trainees.

l1I-2-2-Klaudy's Translation TeachingApproaches
King Klaudy (2003) reduced the number of Péreesds into three basic approaches or
principles especially useful for designing transkatcourses. These are the inductive
approach, the deductive approach, and the fundtapgaoach.

[11-2-2-A- The Inductive Approah: according to King Klaudy (2003),
through this approach, the teacher provides hidesiis with a number of texts to be
dealt with during the whole semester. The stud&atsslate these texts at home or in
the class, then they discuss the translation pmubléhey encountered with their
teacher who corrects their mistakes and helps theanh a suitable and adequate
translation. This approach is obviously based ennilimber, type and quality of texts
dealt with. The problems that the texts fail towshemain untackled. To reach good
results with such a time consuming approach, tlaené¥s have to be exposed to
multitude of texts of different types. This, howeves almost impossible as the
university programme or the programme offered bpteber institution is limited to a
maximum of five years. With a maximum of ten tepir semester and with the
neccesity of grading texts in terms of difficultydughout the academic year, learners

cannot be said to have been exposed to a sufficienber of texts.
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[lI-2-2-b- The Deductive pproach: according to klaudy (2003),
through this approach, learners are invited to detll specific problems of translation
on the basis of which, a text is chosen for trdimsiain the classroom. During the
translation activity, techniques are proposed lachers to suggest solutions for the
reccurent translational problems such as the ttiosk of place names, institutions and
measurements, translation of some grammatical tatreg in a given language
pair...etc. The advantage with such an approachaisthie teacher is free to decide on
what problems to cover during the academic yealn wagards to learners's level and
immediate needs, and according to what he judge®riant. The teacher proceeds,
then, to prepare a list of problems to be tackleding the semester, or during the whole
year, and to find illustrative examples in textsb® dealt with and discussed in the
classroom. The problem with such an approach isiths not always possible to find
appropriate texts that can thouroughly deal with pnoblems in question. The teacher
often resorts to artificial texts that he himsedvides to solve this or that problem. This
aritificiality is often counterproductive in a caar specifically designed for translators,

as they fail to develop a natural translation cow@pee in the learners.

[lI-2-2-c- The Functional Appoach according to Klaudy (2003),
through this approach, teaching is organized argamticular skills to be developed in
learners. Teachers decide what skills are necessatsanslation competence of their
learners and devise appropriate activities or tasksidiary to the translation activity
per se For example, to meet the need of making learakls to distance themselves
from the source text, the teacher may encouragedes through specific tasks, to
use intralingual transformation or paraphrasinghimithe same language be it source

language or target language. He can also help thémsummaries and semantic
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mapping to increase their ability in analyzing aainprehending a source text. There
are, of course, multitudes of task examples thattéachers can make use of in the
classroom. The problem with such an approach mdkidéact that these tasks are not
always easy to devise, and require a sound knowelatbgut course design and acute
awareness about some basic psychological notidatedeto psychological education

and education per se.

[1I-3- The Role of Theory in teaching Tanslation

Translators throughout history have attempted dontilate their experience and
explain the approaches they believed in, and adedaahen translating major works in
literatures or else. Their contribution, howevenne to us in terms of a heterogenoues
mass of general statements and personal impressianguitions related essentially to
the idea of achieving faithfulness to the origiaall to some principles they suggested
or prescribed as guidelines or norms to follow withsound or objective arguments.
Their criteria of evaluation were disparate, sutdyecand not easy to delimit in a
specific framework, as they were sometimes, phpbgn sometimes aesthetic, and at
other times social (Delisle, 1981: 48).

[T]he truth is that there are no universally acedgtrinciples of translation,

because the only people who are qualified to foateuthem have never

agreed among themselves, but have bequeathedatwalame of confused

thought which must be hard to parallel in othelds of literature.

A theory of translation, however, shouldnsist of a set of generalizations
deduced from practice, and the different transtationethods continuously put to use
and proven efficient, and from the different acdswend considerations we might have

of whatever aspect or factor related directly ainectly to translation. This was only
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possible to reach in the 1950s which chracterieepigriod of the growth of translation
studies whereby formulated theories were more gesa than normative and were
keenly associated with other disciplines such @guistics, psychology and sociology,
which were found to be of major concern to tramsfa{Shuttleworth, 2001). Thanks to
the scientific develompment of this discipline niskators have become better equipped
to understand the nature of their discipline asdréquirement. According to Robert
Larose (1992: 7), it is Un ensemble de généralisations a partir de pratqoe de
méthodes traductives, de considerations sur lepoep entre les mots et les choses,
entre le fond et la forme et méme, entre le langeigla pensée"This theory, thus,
concerns every aspect pertaining to either prooesproduct and covers whatever
aspect affecting them. It is in this respect tha gan perceive the utility of the
interdisciplinary dimension of translation with ¢obutions brought from neighbouring
fields of study as stated above.

It is probably correct to say that without theaaytranslator may actually fail or
hesitate in his performance and without performandeat a theoretician ever says
would be considered empty talk. According to Lefevi992:76):

The translator who makes no attempt to understaechéw behind the
translation process is like the driver of Rolls whas no idea what makes
the car move. Likewise, the mechanic who spendfetarie taking engines
apart but never goes out for a drive in the couistrg fitting image for the

dry academician who examines thav at the expence avhat is.

Suffice it to say that theory, in being partly cenged with past achievements, gives
confidence and assurance to the future translatoekes them more liable to take

decisions and challenge problems and differentaghet, and make them conscious of
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their role and responsibilty of mediators and comitation facilitators. History of
translation is full of authentic examples of trati€in problems, incidents and
circumstances, translators' reactions and outcdhmdsfuture translators may like to
learn from. One objective of teaching translatiastdry might be to instill curiosity
and teach research skills so that students canlde\e capacity for life-long learning
which is fundamental to the practice of translatigwoodsworth, 1995:11)

One may still wonder, however, what theorg tado in improving one's ability in
performing the translation task. One may even ddubtnslation theory could have
any effect in practice. Students, as being direxthlycerned with these questions, often
grudge or grouse over theoretical assumptions teachers incite them to assimilate.
According to Fawcett, they are bewildred to theeakthat'they anxiously ask who will
be marking their exams so that they will know wéet translate literally or ndt
(Fawcett, 1987:31). This state of affairs- whichn aasily be extended to describe
translation classes in our univerities, even todayan indication that the role of
translation theory in upraising students' capaédiin practice is not clear. You might
be tempted to test this hypothesis by asking taiosl students of what role they think
translation theory has in practice. Their hesitatmanswer is by itself alarming!

Nevertheless, translation theory is taughtighly specialized institutions, such as
universities and training schools. Larose (199&@)eves that a course in translation
theory is intended to meet the following objectives

a- To familiarize the students with basic translatierminology.

b- To have a general grasp of major contemporary lagaos schools of thought.

(]
1

To assimilate basic notions and concepts in thisaio.

d- To develop a sense of critic to evaluate the qualfitexts they translate.
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e- To prepare students for research on different stdjeclated to translation
theory.

Fawcett (1987) seems to be optimistic al@utslation theory. According to him,
theory can be taught and can be a reliable sooraedchers in structuring their syllabi,
designing their courses, setting their objectived pustifying their approaches inside
the classroom. Failure to reach tangible resulteathing translation theory is mainly
due to the fact that it is often taught by peopleowwould supply a theoretical
framework of translation strategies that is purefytheir own creation, and may
contradict or not fully adhere to that of theirlealgues. A translation teacher, in this
respect, should avoid what Fawcett like to ca#l mutual deafne$ghat would only
cause students to be confused and resist any fuattempt to make them grasp the
nature of the task they are to resolve (Fawce®7132). Students, instead, should be
stimulated to trust translation theory and encoedatp think and devise their own
theoretical models they judge appropriate in défer translational situations
encountered in tackling the multitude of texts tmesty come across. Holmes (1988)
cited in Shuttleworth (2001: 499) insisted on thi#edence between formal theories
made up of general statements that have the poWwegnredlicting and explaining
translation phenemena and which are of immediateara to researchers, but of no or
little importance to practioners, and a body @ftén conflicting insights which together
provide a framework within which a trainee translatan begin to make translation
decisions. It is with this latter kind of theory that theedrners should be most
concerned. Students, thus, may be shown a dembmstaf how existing translation
theories conceive of a goal or objective of traim@haand what stategies and techniques
to adopt to reach such a goal or objective. Fdamse, proponents of the literary theory

of translation who advocate the documentary approabereby the goal is to preserve
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source text features in the target text, wouldtendearners to adopt literality with
justification. On the other hand, theories advaxatihe illusionist approach whose
objective is to produce a target text that candael fluently as an original in the target
language, would incite them to do just the opposite, adopt a freeer mode of
rendition coping with strategies of adaptation, ssilbtion, analogy...etc, that would
help achieve an equivalent effect on the recipi€he students here are explained how
to make adequate decisions for clear and well ddfproblems (Fawcett, 1987). By the
same token, students should also be made awargahslation is not a set of rules and
principles to follow or adhere to as if they werathematical formulaes that guarrantee
the solution. History of translation, in this respeoffers to students the possibility to
diagnose the progress made so far by translatatscampare their theories to detect
their mistakes if ever. In Long's words,

[L]Jooking at the history of translation theory givbases for comparison and

demonstrates whether translators are making pregresimply repeating

the same mistakes. It also helps to assess wheibdern theories are

saying something new or simply repeating the sadeas in different

languages. (Long, 2007: 64)
This, in fact, would raise their awareness not oaly practitioners but also as
researchers and potential future contributorsdodiation norms and ideologies, which
is an aim that goes hand in hand with Larose'sseowbjectives described earlier.
Again, Fawcett insists that students should be nzadsre of the decisions they take,
banning the archaic methodological principle of 'lasral as possible, as free as
necessary" without due and conscious consideratiother factors raising their
awareness about the importance obkgstematic solution of problems, and even more

vital to translation, systematic testing of solagb (Fawcett, 1981: 142). This means
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that students should be made aware that therecareadly made rules of thumb to be
followed blindly and instantly to reach a solutidmanslation is a cognitive activity of a
higher order whereby the student is invited to estigely make use of his mental
ressources to reach a satisfactory and convinahdgien. This aptitude can be secured
well enough by teaching theory in the right way.

Hatim (2001:7) and Venuti (2000:26) belighat theory helps to raise students’
awareness and self-confidence in making decisiohenwencountering translation
problems. To make matters plain, Venuti (2000:3B-8&mpares translators to cooks
who are already capable of producing wonderful eisWithout theoretical knowledge,
but prove more performant and original in their dopreparations once they gain a
sound theoretical background about the origin asebe of food. Even if we are born
translators, as some may suggest, translationresqai reflective attitude that, if done
successfully, would ease this operation and brirtg success. According to Jacques
Flamand (1983) in Claude Tatilon (1986: 134)

La traductologie est nécessaire pour bien compeelfapération traduisante,

et mieux traduire. Comme dans toute ceuvre humais@tablit un rapport

dialectique entre pratique et théorie. Tout traguctloit étre traductologue,

s'il veut garder suffisamment de distance paraogpgp son texte. Il apprend

a réfléchir, a analyser.

What may be particular in translation as a cogeitactivity is this ability to distance
oneself from the original text and reformulate thessage meant to be transferred to the
target language. This prerequisite is often desdrilby translation theorists as

"deverbalization”. Once one is able to mentallysd@ate words from concepts, and
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rethink the ideas to recast them in the targetuagg moulds, he is said to be able to
translate.

Pym (2003:489) further explains the nature of @higareness, theory is said to
raise in students, by asserting that teacheran$kation should inculcate in the students
the ability to ‘§enerate a series of more than one viable target. .téor a pertinent
source text...and the ability to select one viableffbim this series, quickly and with
justified confidence This confidence, in fact, is based on the acdated experience
of his predecessors and of his own and an undeis@gmf the seemingly conflicting
ideas about translation in the literature and bbe &bdiscern their backgound.

To bring this discussion to an end, Shuttlworthfeposed agenda for translation
courses (2001: 501), seems appropriate in thissotgs it sums up the most pertinent
ideas concerning the role of theory in translatteshing, which most of them have
already been suggested by researchers presentéloe imbove discussion. Thus,
according to Shuttleworth, courses in translatio@oty should address the following
issues:

a- Try to answer uppermost questions students likalyehn their minds.

b- Expose them to a range of differeing opinions amrversial issues.

c- Provide an alternative to the standard dichotomaesording to which

translation has all too often been described.

d- Encourage students to arrive at their own strasefpe solving translation

problems.

e- Prepare students for work within the translatiafustry.

f- Demonstrate that translation is not an activityakhis completely ad hoc and

subjective.
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IV-Translation and Language Taching

Translation was for a long time asstedavith language teaching to the extent
that some people have insisted to regard it as aadt parcel of the linguistic
component, and as such does not merit consideratioits own right. The way
translation is taught at universities underpingkebthat translation exercises aiming at
the improvement of students' linguistic competeace sufficient and automatically
amenable to improve students' translation perfoomas required by the market. This
was commented by Elisabeth Lavault (1998 :79) dkwis: " l'université s'est
longtemps cantonnée dans le premier rfide perfectionnement linguistiglemais le
flou des objectifs a souvent laissé croire qu'esafiat faire des exercices de theme et de
version, elle préparait a la traduction professiefia’. At the same time many other
people including researchers and academiciansstitisat translation teaching is and
should be distinct from language teaching. Del{4/@92) in Lederer (1994:129) and
Delisle (1981) distinguishes between pedagogicahnsiation (« traduction
pédagogique » / « traduction scolaire/theme etimers) and pedagogy of translation
(« pédagogie de la traduction » / « traduction gssionnelle »). The first denotes the
translation exercises used in language classesl beginner learners acquire the
basics of the foreign language or to perfect sttglestyle at a more advanced level,
while the latter denotes the training addressddttoe translators who are supoposed to
already possess an appropriate preliminary competgnlanguages. Delisle (1981:44)
insists, thus, that teaching translation requiresremthan developing the linguistic
competence as we cannot be considered to be widtetise simple reason of being able
to write in a langauge, we are not professionaldiators simply because we know two
languages. Ladmiral (1979) in Lederer (1994: 129)the other hand, makes nearly a

similar demarcation and insists that a distinci®rno be drawn between translational
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translation («traduction traductionnelle») and $tation exercises or pedagogical
translation («theme et version»). For Lederer, hareteaching translation proper aims
at encouraging students to produce or achieve alguge at higher levels, whereas,
pedagogical translation as being one method ofulagg teaching among many others,
aims at the linguistic competence by encouraginglesits to draw correspondences
often at lower levels of language. In being a prapu of the interpretative school,

Lederer considers that translation by equivalerscéhe essence of interpretation, in
yielding intelligible messages that say the sanegtlas the original in a fluent and

correct way. When comparing the translation tariginal, we would note that there is

no abusive use of target structures perfectly spording with those of the source text.
Translation by correspondence, on the other hanéstablished between the smaller
linguistic units and would encourage the learnerstick to smaller chunks of discourse
failing thus to consider the text as a whole, whiglan essential step to produce an

intelligilble product in the target language.

V- Translation Competence

Before concluding this chapter as alhand the discussion about translation
teaching as such, it is judicious to throw morétign another more particular aspect of
the issue pertaining to the entity to be taughtcéwe agree that translation teaching is
different from language teaching and that it is aofatural talent as some would like to
assume, and that it is teachable and can be erhanttepractice and guidance, one is
now in a position to ask what translation as aityetd be taught is?

The question may appear to be puzzling asyrteams are suggested in this context

and we are not sure if they have been used to theasame thing or there is an implicit

intention to make them distinct appellations damptor emphasizing some precise and
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determinate aspects that should not escape outiatteThus, translation is often heard
to be a skill, an aptitude, a proficiency, an #&pilor a competence. Among these
variegated appelations, "competence” is the masslgd and preferred term in the
litterature. However, "translation competence" hasver obtained a clear and
straightforward definition in the field of TS. Thimay be a clear indication that the
concept has never been taken to mean the sameattioigg translators and researchers.
That is to say, the assumptions underpinning tlagei®f such a concept are divergent
and multifarious and stem from the much earlier atiebof whether to consider
translation as something natural and innate or Hunge acquired through experience
and training. Besides, when the word "competencas wsed in the literature, it was
itself collocated with a number of different conteo yield different compound words
such as “transfer competence”, "translational cdoempe", “translator' s
competence"...etc, without any hints by their authmirsvhat these compound words
meant exactly. However, the word "competence” wasfepred over the other
appellations such as skill, ability and aptitudetlgabecause it already has a long
tradition in the field of linguistics in which iteshotes an entity of a similar nature
especially as translation is tightly linked to laage and has been deeply influenced by
research in this field (Orozo & Albir, 2002: 376)ranslation competence, in this
particular respect, denotes an internal mental kedge that makes the translator able
to effectuate the transfer between the two langaiagelved. In other words, it is the
knowledge that tells the translator how to tramsl#tccording to Rothe-Neves (2007:
125), 'lt is a psychological attribute of an individdand it is distinct from 'aptitude’
which "clearly implies, beyond mental faculty, also bebaxal performance and
results”. This performance is tightly tied to the sociallyased representations of the

translator's work that determine whatever aspeztshiould emphasize or de-emphasize.
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As such, translation competence appears to berdliffefrom language competnce
though basically dependent on it. Koller (1992:209 in Rothe-Neves (2007:125) said:
The translator's competence surpasses pure foeguage competence as
acquired in foreign language classes. The tram8atmmpetence, as the
ability to produce a target language text for a Sddcording to certain
requirements, the so-called equivalence requiresnerg qualitatively
different from the mastery of the languages invdlvehus different from

pure language competence.

Thus, the confusion surrounding the use of the tEmmpetence” in the field of
TS and its careless usage as a concept identitad tone espoused by second language
studies is often said to have resulted from thé taat translation has for a long time
been considered as a pure linguistic competencsid&g translation itself has been
denied the status of a profession it deserves,ngaprofessional translators in the
position of skilled workers or semi-skilled workeailed summarizing this ability in a
kind of a flair for translation or a sort of a tale

However, the idea of an innate ability that biliatgpiare endowed with was first
postulated by Harris in 1976 (in Rothe-Neves, 20@Wcording to Harris, bilingual
children are able to translate naturally in natsialations of use without being exposed
to any kind of formal instruction. Later on, Tou(¥986) extended this notion of
innateness and postulated that this ability cameothe sole ingredient the translator
needs, to develop his competence, adding thatlatans should also assimilate the
different patterns of behaviour determined by tleiscultural dimensions of the
translation in question. Using Rothe-Neves' wordadér natural circumstances, a
bilingual does translate without ever having beaught to, but it does not necessarily

make her a competent, professional translator adicgy to expert peers'By this
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token, translation is seen to be both an impliciental ability and a concrete
performance.

The debate concerning the definition of translatmympetence was further
enriched and extended by making room for a furtieount of a set of related sub-
competences other than the linguistic one. Thisgnaise to a componential model of
translation specifying the different components tabaoting to the translator's
competence. Thus, translation competence, accorthngell (1991:36) in Faber
(1998:9) is seen to be made of five types of kndgde target language knowledge, text
type knowledge, source language knowledge, realdwkmowledge, and contrastive
knowledge. On the other hand, the PACTE group ef Wmiversity of Barcelona, in
Preseas (2000) proposes a model of translation emmpe made up of six sub-
compertences, which are: communicative competenbeth languages, extralinguistic
competence, the competence of using tools and deany sources, pshychological
skills such as creativity and rigour, transfer cetepce, and strategic competence. The
four first competences can be said to be peripher#the central transfer competence.
These five sub-competences interrract between omther in different ways and
directions, according to many variables pertairimghe text-type, the subject matter,
etc. These different interrelationships, themselvase governed by the strategic
competence which guides the translator in his sefoc adequate solutions. By the
same token, Albrecht Neubert(2000: 6) identifiege fiparameters of translational
competence that can be developed to different dsgaad that are responsible together
for monitoring translators’ performance and enhagdheir competence in translation
overall. These are (1) language competence, (2udexcompetence, (3) subject
competence, (4) cultural competence, (5) transbenpetence. According to him too,

transfer competence again is at the core of allpstences and it integrates them all.
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However, the transfer competence cannot be efficieless secured by the existence of
the other competences enumerated above.

However, Hatim and Mason (1998:154) in Kelly (2@&M: prefer the terms
‘translator's abilities' instead, and define therb&ing concerned with the following:

a-The ability to decode the linguistic system @& siource text.

b-The ability to encode the linguistic system d thrget text

c-The transfer ability.

Although these detailed accounts of the requirenoérat translation competence
were never subject to empirical investigation, tdeynot raise much criticism from an
educational standpoint. In other words, they mayl werve trainers, teachers and
syllabus designers to decide on aims and object¥ehleir courses (Kelly, 2005:31).
What is noteworthy about the definitions providdzbwe is that they all recognize a
particular kind of competence, skill or ability thdistinguishes translators from
language learners. This is referred to, most often,the transfer competence, the
procedural knowledge learners acquire of how toslete and overcome linguistic and
communicational barriers. Toury in, (Alves et &02: 122), defines this competence as
the ability to transfer texts by possessing a keogé of structures, which are not
usually part of a bilingual competence, but whidcaunt for the shared notions that
make the translator able to use his abilities afingrto situation requirements. Pym
(1992) went a step further in his proposed debnitby explicitating a bit more the
prerequisite of such a competence. According to, hat is particular to a translator's
competence is his/her ability to:

-Generate a target text series of more than onaevigerm (target text target

text...target text) for a source text.
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-Select only one target term from this series, kjyiand with justified confidence,
and to propose this target text as a replacemeatsoiurce text for a specified purpose
and reader.

In brief, translation competence is not easy findeand it is so complex an entity
that it almost includes bits of everything. Of ceyrthe linguistic competence is one of
its fundamental components without which there hsotutely no need to talk about
translation! Besides, translation competence isnojudiciously linked to knowledge,
skills, awareness, and expertise:

It encompasses a number of different elements bitied to do specific

(detailed) things, which are in turn based on kmalge. This knowledge

(i.e. declarative knowledge, knowing what) is apglion the basis of an

evaluation of various factors affecting the purpadethe (translation)

activity, of the communicative partners, etc. (iagperative knowledge,
knowing why and how to). The ability to make usdto$ knowledge and to

apply it is linked to awareness, which could alsodescribed as conscious

decision-making or transfer competence.

(Shaffner & Adab, 2000: x

Darwish (2007:32) made a comprehensive accounthait wanslation is exactly
and its position between the state of total innegerand the state of total acquisition. In
fact, he considers translation to be an innaté skihat it is all possible to acquire it.
However, it is not natural in that it cannot exwgithout training and experience.
Translation, according to him, is a sort of flekigithe translator develops and is bound
to lose if he stops practicing for a while as anledtloses his flexible ability for the
same reason. Moreover, translation according tq bannot operate without a sound

awareness of the translator of his intention tasdavhich enables him to switch from
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the monolingual mode to the bilingual mode. Thisitelwy according to Darwish
(2007:33) is basically a recognition-priming operation that tggrs the two language
systems in juxtaposition to one another in readinks translation and brings the
translator onling. This surely means that a bilingual is not enotgicater for this
transfer competence and awareness plays a capéal r

Up to this point, enough has been said about thécpkarity of translation
competence and its distinction from a bilingual petence per se. One now is in a
position to ask how this competence is brought ib&ing and catered for in

professionals.

IV- The Development and Acquisition of fanslation Competence

Once we have defined translation competemd have shown its complex nature
as a task and as an entity to be taught, we nomw tturmore fundamental questions
pertaining to the way this translation is acquiegd the way it is to develop. In other
words, how one becomes a translator? What aret#ges a novice translator goes
through to become a professional? How can this evemge be catered for in an
educational program? How can a teacher and/oretraievelop this competence in their
learners?

Researchers in the field have drawn pertinent csmmhs concerning this
particular aspect of translation on the basis & €mpirical research comparing
translation students' performance with that of @ssfonals and language students, (2)
theoretical reflections on the components of t@neh competence, and (3)
investigations of the development of expertisetireo domains, conducted by cognitive
psychologists (Gopferich and Jaaskerlainen, 200B4-1I75). These conclusions

revealed the following characteristics distingumghicompetent translators from less
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competent ones or those showing an increase in tiagislation competence. These
touch upon the tendency of advanced translators to:

-Focus on larger translation units.

-Tackle more complex problems such as textual demations instead of
searching lexical equivalents.

-Take into account more aspects that are relevaqraduce a target text that
fulfils its specific function for a specific audieg.

-Proceed in a less ST-oriented and linear fashimh ansider larger chuncks of
discourse in terms of both the co-text and theexdnt

-Have an increasing awareness about translationblgms, strategic solutions to
translational problems and monitoring abilities.

-Use reference works to solve text production gotd, in comparison to novices
who use them to solve comprehension problems.

-Use more dictionaries per a translation item imparison to novices who tend to
look more items in the dictionary-often the sanaidnary.

-Use monolingual dictionaries in comparison to wesi who tend to stick to the
bilingual ones.

-Develop more automaticity in their translation gess, reserving their working
memory to tougher and novel issues in comparisarotices who tend to bring to their
consciousness every stumbling problem whateverlsithmight be.

Maria Presas (2000), on the other hand, comparddeba the translation
competence of experts and that of novices. Herlasimns are revealing and interesting
to report as shown in the underneath table. Acogrtlh her observations, a translator
makes use of knowledge and skills of a variegastdra, such askhowledge of the two

languages, knowledge of the real world and of tlaennls, the ability to use tools
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such as dictionaries and other sources of docuntiemtacognitive qualities such as

creativity and attention, or the capacity to resobkpecific probleniglbid: 28)

Novice translator Expert translator

-Non-Specialised Linguistic Skills. -Specialised Linguistic Skills.
-Bilingual Memory (Compound or -Bilingual Memory (Co-Ordinated).
Subordinated) -Control over interference in both
-Unconscious interferencereception and production)
mechanisms. -Heuristic text transference procedures.
-Code-switching mechanisms (at the
lexical level)

Cognitive features: flexibility, lateral thinkingapacity for remote association

Psycholinguistic profile of the novice traatsir and the expert translator (Presas, 2000: 28)

These conclusions led researchers to propose mtaelexplain the process or
stages the translator goes through to developraislation competence. The PACTE
researchers were among the first to have propoeed The following diagram is an

explicitation of their model:

| Pre-Translation Competence |

development &
integration of subr
competencies

Learning strategies

uonisinboy

<—

Translation Competence |
PACTE group’s 2000 Developing Translation Competekiodel in Gopferich (2009: 175)

According to this model, acquiring translation catgnce requires the
development of individual competencies along thegrative competence that allows
their effective use in compliance with a scale bty imposed by the communicative
situation. This leads not only to the acquisitidmon-existant declarative knowledge,
but also to the restructuring of this knowledge.other words, a novice may have

acquired the essential of the required sub-compitenbut needs also to acquire the

129



Chapter & Translation Theory and Translation Pedagoqy

competence that helps integrate them in an ap@tepway liable to make them in the
service of the transfer competence (Go6pferich, 2009

Chesterman (2000:77) considers that the highege statranslator may reach in
the course of developing his translation competasaxpertise. He saysWhatever
else it is, translation is certainly a skill. Anité any other skill, it can be learned. When
they have mastered this skill, translators are dfi@re experts. We therefore need a
conception of what expertise is, how it can beredy and how it can be taught”
Chesterman found an answer to his question in tlegfls brothers’ boolind Over
Machine (1986) in which the developing course of translatcompetence towards
expertise has been clearly explicitated.

Thus, according to Dreyfus brothers in Chestern280Q), the learning of any
skill goes through five stages starting from thegstof novices and reaching the final
stage of experts.

Stage onethis is the novice stage whereby the learners tstacquire basic facts
and information about the skill to be learned tbgetwith the rules that determine the
actions based on these facts. The teacher herédpsothe learners with context-free
and relevant features about the skill in questionbé processed in a simple and
preliminary way. For instance, when learning tovera car, the learner is presented
with information pertaining to different parts ohet car such as the brake, the
accelerator ... and their roles in its functioning.tiis stage, behavior is fully conscious
and atomistic as the learners do not have an dvwerdérstanding of how to drive, but
just proceed in basic and separate activitieshénseame way, a translator at this stage
does not have a full understanding of the wholegse of translation, but operates on
the basis of simple linguistic activities and egjéites the transfer from preliminary

chunks of discourse and isolated micro languageeis.
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Stage two:this is the advanced beginner stage whereby thadesa begin to
recognize other aspects of the situation that vsetemade explicit for them before.
They start to perceive similarities and to drawegahzation from previous instances of
use. The features they learnt in the previous dbegeme situationalized and clearer for
them. Behavior here is still conscious but not aeilg verbalized and less atomistic
than it was.

Stage three:this is the competence stage whereby the learnerslap more
experience and are now faced with more relevartifea to recognize and learn. The
learners need to develop a sense of priorities dkena selection from the situational
features available for them to be able to decidehvbne is to discarded or overruled.
As such, the learners are now able to perceiveatie situation as a whole in order to
make appropiate decisions as regards options aadtips. At this stage, the learners
become conscious of the goal they want to attath amare of the task as a problem
solving and not as a mere information processing.

Stage four this is the stage of proficiency whereby the heas develop a more
holistic vision of the skill in question and becoimetter equipped with their personal
experience and intuition. They move instantly betw¢he rational and intuitive mode
so that they are “sometimes inside the skill, amenhetimes detached from it”
(Chesterman, 2000: 78).

Stage five this is the stage of expertigger sewhereby the learners become
equipped with an intuition they trust as they drke do verify and refine it. At this stage
rationality and conscious behaviour become lesvaireg and are brought under
control. This rational side, according to Drefusthers (cited in Chesterman, 2000: 79)
“functions as a kind of monitor that can be switdhan at will. It is manifested as what

the Dreyfus call ‘deliberate rationality
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Thus, consciousness of the first stage is diffef@mh consciousness of the latter
stage. Novices need consciousness all the timssindate certain features and basic
rules to make the acquisition of the skill in qumstever possible. Experts, however,
need consciousness from time to time as a monitoey deliberately switch to this
state of consciousness whenever they need to da shesterman’s wordscénscious
rationality seems to be the door through which wstnpass although we do not need to
stay stuck in the doorway foreVdibib:80). This deliberate consciousness is wiat
may refer to as metacognition as it is awareneas itionitor and regulates one’s
knowledge and actions towards achieving a goataAsiator does not need to develop
a handicapping automaticity, but a kind of autooigti that makes room for his
working memory to process and deal with more comphsues. 6ur trainees,
Chesterman saysshould be aware not only of the prevailing normsl dne values
underlying them, but also of the possibility ofimefg or breaking these norms, of

finding better ways to meet prevailing values, &fining the values themselves

[IV-Metacognitive Aspects of Translation @mpetence

The previous section was, in fact, meant to shgt ilready on the part played
by metacognition in developing students’ competenctanslation and making their
way towards expertise. This section is an atternpgxtend the discussion about this
same issue a little further and bring all the ideas nutshell.

Translation, then, is not simply a matter of dengda message in one language
and encoding it in another. It is a mental agilitgt needs a high degree of awareness.
In this respect, Ulrych (1995: 252) asserts tratglators

will therefore need not only language and conteravedge but also course

specifically designed to enhance their socio-caltuawareness and
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encyclopaedic knowledge. They also require the itogn and

metacognitive skills that will enable them to ewt their expanding

competence and to monitor their performance inticgldo a broad range of

text types and fields of discourse
As regards socio-cultural awareness and encyclop&edwledge, they are especially
enhanced through the use of special kind of texé$ dbey cultural and contextual
norms and specialized domains. Certainly this afeeompetence is not easy to cater
for, but what matters for us most is the developmei learners’ cognitive and
metacognitive skills. Thus, learners should devedopnental agility to successfully
realize the linguistic transfer as they should tgyeheir ability to monitor their own
processing and understand its mechanism. In tegert, they are particularly required
to develop a selective attention, a noticing cdpgland awareness about the different
stages of the process they go through in completiay task. For Mona Baker (1992:
9), it is this particular awareness that allowsstators to be recognized as professionals
like doctors or enginners. In her introduction & bookin Other Words she asserted
that to reach such an objective, translation lgarne

have to prove to temselves as well as others tiegtdre in control of what

they do; that they do not just translate well beeatihey have a "flair" for

translation, but rather because, like other pridesds, they have made a

conscious effort to understand various aspectisedf work.

As such, students should be made aware of tramslais a process and a
professional skill that needs a high degree of-amiffidence and autonomy. A
traditional translation classroom cannot catertlfi@se requirements unless sustained by
more reliable functional activities that developdsnts' skills in a more systematic way.

Students' awareness cannot be enhanced by sinkihgabkem to open their eyes and
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ears and feel the world around them by a magicaldw@hey need to be assisted and

guided in this endeavour.

IV- Conclusion

This chapter brought to light some major éssabout translation as an independent
discipline that deserves analysis as a phenemehdts @wn right. Thus, a brief
historical sketch is drawn about the developmentrarislation first as a rudimentary
practice, then as a systematic study and a diseipliperformance. Notions about
translation performance and translation principles espoused by translators
throughout history and in different civilisationgre introduced to bring to the fore the
logical development translation may be said to hawéertaken. Then, arguments for
teaching translation and adopting a given appraacimethodological standpoint by
teachers and curriculum designers were broadlyrambeawith a little emphasis on the
institutionalisation of translation and its entrantto universities and specialised
schools. The debate of whether to teach translatiamot and whether translation is to
be taught as a language component or as an indemtepdactical subject matter is
succintly explained. This chapter is supposed toehmtroduced the theoretical
backgound necessary for making the reader awarehat should be done to make
translation students benefit from the instructiord ahe educational feedback they
receive. There is still a need for expanding tleewsion, however, to make the reader
realize the problems facing teachers and educatdwsn trying to inculcate this
translational skill or competence to their learnéfee next chapter, therefore, will
introduce notions about learning and teaching inega to make both teachers and

learners benefit from what they do and what theyd@to improve their prerfomance.
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LEARNING, LEARNERS, AND FACTORS PERTAINING TO THE
LEARNING ENVIRONEMENT

Introduction

This chapter deals with learning, theories of leayn styles of learning,
differences between learners and factors affeditiger learners or learning. Moreover,
particularities of learning as regards types ofWdedge are to be explained to clarify
the nature of translation as a skill or competetoacbe developed in learners and to
explain the difference between the acquisition skidl or procedural knowledge and
the assimilation of content or factual informatidiis chapter is a bridge between the
two preceding ones and the forthcoming one on pegiegl implications. As such, it is
supposed to give hints of how to exploit knowled@eut cognitive and metacognitive
abilities of learners and knowledge about the matir translation and its place in
pedagogy, to find a practical way to solve someuvaht problems about how to teach
translation effectively. Undoubtedly, knowledge abdhe nature of learning as a
process that can be enhanced if well understooctiacuimscribed is a prerequisite for
any serious attempt to seek remedy for some permidggogical situations pertaining

to translation.

1- Definition of Learning

Learning is, in fact, a lifelong phenomenon asctws at any time we come to
realize something we did not know before eitheaaoncept or as an action. In this
respect, learning can be seen to be not necessatdgtional or conscious as we
sometimes do not even know that we have learnt gongeuntil someone make us
realize the change in our behaviour or attitudeungpchildren learn to stay away from

hot pots even though their consciousness has nditegn developed to understand the
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risk of fire. We all learn to adopt new habits tyles of life without even intending or
deliberately choosing to do so. In a way or anoweicome to change our behaviour to
adapt to the requirements of the environment inctvhive live. We also instantly
change a lot of our beliefs, attitudes, likes arsileks... by experiencing a lot of events
and situations in life. The environment in which kve never ceases to make us realize
new insights or paths to whatever external or mdechange without even needing an
instructor. At schools, the instructional envirommaeas especially created to incite
individuals to make quantitative and qualitativeaishes in their behaviour as a
response to the pedagogical environment put in dbevice of their intellectual
development. This pedagogical environment wouldolver various activities and
experiences that support the learners' cognitieaviir and make them realize valuable
change in their performance such &allihg and listening, judging, reading, reciting,
observation of demonstrations, experimenting, papihteracting, and individual
learning quests(Harold, 1972: 118). After quitting school, lears would continue to
learn through the different interactions they mayen at the work place, at home or
elsewhere, as has been advanced by Hardidng and working with others,
supplementing the feedback that comes from reilgetnd discussing while engulfed in
classroom learning, will, we hope, lead to contitilearning beyond the school yéar
(ibid: 118) From all what has preceded, it app#aas learning is a natural process that
brings constant changes to our store of knowledgéoa behaviour. These changes are
the results of our interaction with the environm#mbugh experience. Hall (2002) in
Woolfolk (2004: 198) suggests, in this respectt thearning occurs when experience
causes a relatively permanent change in an indalidiknowledge or behaviour. The
change may be deliberate or unintentional, for dxettr for worse, correct or incorrect,

and conscious or unconscidust follows, thus, that the changes brought abig
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phenomenon of growth or maturation is not a cadearhing. Changes are principally

provoked by the environment and they affect botioas and reflections.

2- History of Learning Theories

Now, the questions we might ask at this stagendua kind of process learning
is? How do we learn? Is learning facts similargarhing skills? The answers for these
questions lead us to go far back in the past ttktadl thinking about this phenomenon.
In fact, the debate on the nature of learning iy wd and goes back to the Greek
philosophers (Hammond et al, 2001). Plato and éttistalready emphasized the
question of whether truth and knowledge are todwad within us (rationalism) or are
to be found outside ourselves through the use @ffithe senses (empiricism). Plato
believed that knowledge is acquired by self-reftact while Aristotle believed that
knowledge is acquired through gathering data frbm énvironment surrounding us.
Socrates, on the other hand, is famous with hiectia method whereby knowledge is
discovered and acquired through the conversatiomes umdertakes with his peers or
learners. Socrates used this method with his dexifamong them Plato) and we
nowadays still owe him much because of this edonatiinsight. The old debate
between empiricism and rationalism to explain thture of learning gave raise later on
to more developed theories that, if assembled egetmay give a thorough and
adequate explanation of this phenomenon. All thengits made in this view are of
major importance in the field of education. Mostloédm have been of use in particular
situations and during many periods of time in higto

The transmission-based approach to education wipdmebwledge is acquired
through memorization, recitation or apprenticesagpregards the learning of trades,

was already a Roman tradition. This approach wgsbkshed by the priests of the
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Catholic Church who took full control of their @éns’ education and who were
primarily concerned with the development of praatiaspects of their society rather
than the cultivation of their people’s spirit.

Interest in knowledge for its own sake and in timgkand reflection was revived
during the Renaissance where people were encoutagegelelop their interest in the
art and the humanities. The church authority upo® é€ducation of citizens was
challenged by secularizing education and by theodisry of the sun as the center of
the universe (Hammond et al, 2001). This gave tosa revival of individual inquiry
and freedom of discovery.

Later on, John Locke (1632-1704) advanced his idbasit the child's mind as a
tabula rasa which gets shaped and restructuredghrexperience, and by this token
education was conceived of by him as means totsteiexperience for students. It was
thought that different disciplines require a diffiet restructuring of experience and
provide different mental representations for thelents.

As for Jean-Jacques Rousseau (1712-1778), educatierseen to be a natural
process and children were recommended to be leételop by themselves. According
to him, complex ideas build on simple ideas thatgathered bit by bit from the world
around. Rousseau's ideas were later on furthelajea: by Dewey, Montessori, Piaget
and others.

However, Kant (1724-1804) suggested the existeht@priori' knowledge which
is said to be innate and forms the basis of ouerstdnding of any knowledge picked
from the environment by the senses. In this regpenit was seen to be among the first
philosophers who have recognized the cognitivegeses of the mind. In fact, Piaget's

theory of cognitive development followed Kant'stpat reasoning.
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The aforementioned philosophical discussions alearning formed the food of
thought for major scientific theories brought abbytthe end of the nineteenth century

and up to the present day.

3- Modern Theories of Learning

The 20" century witnessed again the same debate on Iegtmin this time it was
centered on the question of whether learning walelaviourist or a cognitive
phenomenon. That is to say, do we simply operata siymulus response mechanism,
or do we use our brain to construct knowledge @nliasis of information we gather
from the environment? There are many theories @me@pdy psychologists in this
respect as an attempt to explain the process ahitep and shed light on its
multifarious aspects. These theories are broadlysdied into two types, as suggested
by some authors such as Mangal (2007: 197). Tlypes @are:

(a) Stimulus responses-associationist type of theorighis category of
theories corresponds to the works undertaken byrrilike (1874-1949); Watson
(1878-1958); Pavlov (1849-1936); and Skinner (190290) and reflects the idea that
learning results in a change in the behaviour afrlers and is brought about by the
association of a response to a stimulus that Skimaéls "operant conditioning".
Thorndike's preferred term for this phenomenoncnhectionism”, while Pavlov and
Watson preferred one is "classical conditioning".

(b) Gestalt field or field cognition type of theoriesthis category of
theories corresponds to the works undertaken byth&iener (1880-1943); Kohler
(1887-1967); Kofka (1886-1941); Lewin (1890-194ryaeflects the idea that learning

results in a change in the learner and his envissriras well as in his perception of
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himself and of his environment. That is the chihponent of this category of theories
is understanding and insight.
In what follows is a general account of the magarhing theories found in the

literature on the subject.

3-1- Connectionism or trial and error learning

Connectionism or trial and error learning was fpsbposed by Thorndike with
his experiments on animals. In one of his experisjdme put a hungry cat inside a box
in which there was only one door for exit that c¢bulde opened by correctly
manipulating a latch. Outside the box, he placed fihat acted as a motive or stimulus
for the cat to react and find the appropriate sotuto get out of the box and reach its
reward. The cat undertook many random tentativem@etuntil it came by chance to
manipulate the latch and get its reward. Eventuttily cat succeeded afterwards to exit
the box without any error. Learning in this resgechothing but the stamping in of the
correct responses through trial and erfqMangal, 2007: 199). This kind of learning
is also referred to as connectionism or "learnipgddecting and connecting” whereby
the subject comes to select the appropriate respand connect it to the appropriate
stimulus. Accordingly, the human mind is a conmegtsystem inside which constant
bonds between impressions and impulses to actefoamed and are strengthened or
weakened to make or break habits.

Following this line of thought, Thorndike formuldt@ number of important laws
of learning which are:

a- The law of readinesshe law of readiness reflects the learner's mgltiess to
act or undertake learning all together. This isnaportant reflection for those interested

in education to pay attention to their learnelesbf mind and motivation to learn. This
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law says that learners learn more quickly and nedfieiently if they are well prepared
to learn.

b- The law of effectthis law asserts the existence of a connectibwd®n a given
situation and its ensuing response. Thus, whemarade is met with success he will be
encouraged to proceed further and learn more efédgt when he is met with failure he
will soon stop learning and will feel discouragedybp any further. As such, punishment
and reward play a capital role in the process afilieg, in that they create respectively
a feeling of enthusiasm and pleasure or a feelirtjstaste and repulsion.

c- The law of exercisethis law emphasizes the strengthening or weakeaing
connections between situations and responses. i$hat say, when a given action is
constantly repeated it gets reinforced, but if gtinterrupted or suspended it gets
weakened and may be forgotten. This law encouradesators to use repetition and

practice drills to help learners retain better beain more efficiently.

3-2-Classical conditioning

This is the theory espoused by Watson and Pavliow whdertook many
experiments on animals like cats, rats and dogsy Tonsidered learning as a habit
formation based on the principle of association sufastitution. A subject habituated to
respond to a given stimulus is said to be cond#ibno such a stimulus. In an
experiment undertaken by Pavlov with a hungry dodell rang each time food was
served to the dog. This led the dog to salivatéerAmany repetitions of these same
associated actions, the dog was given no foodHmutbell continued to be rung. The
dog, nevertheless, salivated. This experiment exgdathat even in the absence of the
natural or unconditioned stimulus (the food), thifieial or conditioned stimulus (the

ringing of the bell) caused the dog to produce tamahresponse (to salivate). The dog
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here responded to the artificial stimulus becausassociated it with the natural
stimulus. This conclusion is very interesting fafueators in that it explains how
learners are made to respond to artificial stinbyliassociating these latter with some
natural stimuli. Teachers are, for example, madarawf the attitudes of their learners
towards assignments that are associated with pmeishand are brought to modify

their methods and adapt them to learners' advantage

Before Conditioning
HEAR ——»  No Response See the foe#l salivate in respons
to food alone
During Conditioning After Conditioning
Hear the Beli—> salivate in response| Hear the bell __, salivate in res
to food and bell to bell alone
Figure 5: Pavlov's expriment on classical conditiomg

[1°)

3-3- Operant Conditioning

Operant conditioning, also called instrumental ¢oowing, was originated by
Thorndike to describe the effects of the consequaica particular behaviour on the
future occurrence of that behaviour. Thorndike aoted for his theory through the law
of effect whereby actions are either reinforcedwaakened according to the results
they often trigger. In other words, when actionsutein a reward or a pleasurable
consequence, they tend to get strengthened anddregad in the future, and when
actions result in a punishment or aversive congempse they tend to get weakened and
are less likely to occur in the future. The mairffedlence between classical
conditioning and operant conditioning is that ie former the individual is passive and
action or behaviour are acted upon by the enviratiroeexperimenter; whereas, in the
latter the individual or learner plays a more aetigle and acts on the environment to
create reinforcement. Another fundamental diffeeeiscthat In classical conditioning,

the crucial relationship for conditioning is betwed€S and the UCS; in operant
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conditioning, the crucial relationship is between anvironmental response and the
behavioural stimulus that creates {Sternberg, 1995:250).

Skinner further explained the difference betweenerapt and classical
conditioning by identifying two types of responses behaviour: respondent and
operant. A respondent behaviour is elicited bywegistimulus such as the case of all
types of reflexes the organism may produce in r@adb its environment like blinking
one's eyes to avoid a flash of light, moving orfesd to escape a pain of a pin,
salivating when smelling delicious food....etc. Aneggnt behaviour, on the other
hand, is emitted (rather than elicited) by unknostimuli such as the case of any
behaviour done deliberately like standing up, mgwne's hand, writing a letter, eating
a meal...etc. The causes of such latter instancéglwdviour are not important. What
matters most is the consequence of such behavitwisev strength is said to be
responsible for the operant behaviour. The orgarisre initiates the behaviour on its
own without any preceding stimulus. In this type awinditioning, the educator is
supposed to help evoke the appropriate response®fothe many responses the
learners are capable to emit and sustain them dhrappropriate reinforcement
(Mangal, 2007:208).

Still in the field of education, teachers shoulddageful about how to make their
learners willing to boost their performance andvelibeir potential aptitude. Latent
learning is, in fact, a phenomenon well experienlogadducators whereby learning is
not reflected in performance. In an experiment uia#en by Edward Tolman and C.H.
Honzik, in (ibid) three groups of rats were plageda maze. The first group had to
learn the maze and was rewarded with food at tlklepemt of the maze. The second
group had also to learn the maze but was not redawhatsoever. The third group

received its reward only after ten days of learrmgs. The results showed that with
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the first group who was rewarded from the statls ftearned quickly without making
wrong turns. With the second group, however, ratschv received no reinforcement
made more errors before they finally improved thm#rformance. As for the third
group, rats which received reinforcement on theveith day of learning improved
their performance dramatically and could run thezenas well, as did the rats of the
first group.

Tolman and Honzik concluded that rats in the thijrdup which were not
rewarded from the start learned their route inrnreze but were not ready to display
their performance until rewarded. One single rewaad it were, boosted their
performance. This is obviously an interesting rémiar count on in the educational
setting.

However, behaviourist learning of that kind insists "arranging the students'
environment so that stimuli occurred in a way thatuld instill the desired stimulus-
response chains....The students are then dispensid reinforcement until they
became conditioned to give the right answeiBruer, 1994:8). The behaviousrist
theory of learning was sharply criticized as iitdaio account for the essential of the
acquisition of knowledge. Chomsky, for example,ugiat important insights into how
language is acquired by a unique human mentalkybHis theory of transformational
generative grammar (1965) was a clear indicati@t & behaviorist account for the
acquisition of language, and by the same tokennoiMedge, was not adequate as it
cannot explain our ability to generate and assimilan infinite number of novel
sentences that we have never heard or producedeb@ouer, 1994: 8). Chomsky's
alternative was to propose his theory of Transfoional Generative Grammar
whereby our linguistic knowledge is seen to be mapef a set of kernel sentences

"deep structures" which are stored in our mind arsgt of powerful transformational
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rules that operate on these deep structures toupeodhe appropriate "surface
structures” manifested in our speech and writinggtiwr in production or reception.
Thus, our linguistic ability is the result ofhe processing of unobservable, mental,
symbol structurés(Bruer, 1994:9). By the same token, learningemeyal can be seen
as a mental processing of information and a higleromechanism that cannot be

adequately explained by relying solely on stimulesponse rules.

3-4- Constructivist Learning

According to the constructivist theory of learnihggrning is the result of mental
construction whereby the new acquired (learnedyrinétion is built and added onto an
already existing stock of structured knowledge. Tiifermation newly acquired and
the preexisting knowledge is not limited to factuaflormation as they also include
skills, attitudes, concepts and understandingghiBirespect, we not only learn factual
information, but we alsoléarn to understand new ideas, we learn skillshboental
and physical; and we learn about, and develop, @¢titudes to our environment"
(Pritchard, 2005: 21).

Piaget is said to be an influential figure in thenstructivist theory of learning.
The four-developmental stages he described to exfie intellectual development in
children from the sensori-motor stage to the forimaérational stage, i.e., from the
stage of simple reflexive behaviour to the stagearvhplex and abstract thinking, is a
fascinating picture of the construction processufgh which knowledge is built up and
organized (for more details about Piaget's themfythe previous chapter on cognition
and metacognition). His more important contributianthis respect is related to his
description of the way new information is built orithe previous one through processes

of assimilation and accommodation which explainghmwvth of knowledge not only in
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children but in adults of all ages as well. Piagbtickground in biology makes him
akin to explain learning in revolutionary terms wdt®y humans and all living
organisms seek to maintain their stability in theawvironment. Thus, any organism is
liable to adapt to changes in its environmentfdf, instance, the weather is hot, an
intelligent organism would make a change to mamtas body temperature stable. As
such, external experience can lead one to makegekao what he already knows. A
child who has come to know that a dog is a smahttre with four legs and a tail,
internalizes this information together with moretpres of this animal that secure his
knowledge of that animal. Later on, when the cbibdounters a cat- which has some of
the same characteristics of the dog- would feardradiction in its state of knowledge
through the reaction of the elders around. Thisestd uneasiness he would feel is
described by Piaget as a disequilibrium that needse resolved. When the state of
equilibrium is restored, the child is said to haseommodated his knowledge to cope
with the new situation or the environmental charegel to assimilate the new piece of
knowledge that he adds to his already existing reelt@ (mental structures formed
through experience about any aspects of the woeldcdmes to learn) about this
particular aspect of learning. A schema is, in,facstructure of knowledge that one
possesses and makes him able to behave in a gagnAgcording to Piaget, the child
is born with a bulk of rudimentary schemata th&ives its knowledge to grow further.
These schemata take the form bighly organized reflexes such as sucking, looking,
reaching, and grasping....the grasping schema reterthe general ability to grasp
things. The schema is more than a single manifestaif the grasping reflex. The
grasping schema can be thought of as the cogndiugcture that makes all acts of

grasping possible (Olson & Hergenhahn, 2009: 284). An individudu#t has a stock
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of hundreds of thousands of interrelated schemdwsimemory which are ready to be

used and updated to cope with the environmenttardkmands.

3-5- Social Constructive Learning

A further elaboration of constructive theory ofri@ag is social constructivism
whereby the learner is placed in a social envirartmim the presence of an elder, a
teacher or simply a peer- to guide him and easeptosess of constructing new
knowledge and achieving the state of equilibriufienred to above. Language occupies
a major place in this process as the individudibisle to make use of dialogues when
interacting with the others and sharing or develgpdeas with them. Vygostky is seen
to be the leader of such theoretical stand. Thega® of internalizing knowledge,
according to him should be sustained socially &al @ the creation of new knowledge.
This makes him in slight opposition to Piaget wheacates the theoretical stand of the
internalization of knowledge without socializatias a purely cognitive development.
In this respect, Vera and Holbrook (1996: 197)gtesi on the difference between facile
internalization and socially-sustained internal@at They said, ih contrast to facile
internalization, which leads to limited combinati@f ideas, internalization that
involves sustained social and individual endeavmesomes a constituent part of the

interaction with what is known and leads to theati@n of new knowled{e

3-6- Social and Situated learning
Social and situated learning are often understbodrefer to the same
phenomenon as both of them emphasize the roleeoékironment in the acquisition

of knowledge. However, situated learning is propdbétter seen as being directly
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related to the educational setting as such, wheseeial learning is more of a general
theory that explains the nature of knowledge adtimisin a social context.

Social learning occurs when observing the behaviotirothers and the
environmental outcomes it may produce. Through thale of learning, we do not
learn directly but rather vicariously (i.e., thrdugpbservation). For example, by
observing someone getting punished about an astooourselves did before, we learn
not to repeat this action again. In experiments euaten by Bandura and his
colleagues, children were shown to behave aggedgsaiter watching films whereby a
doll received punches and kicks from an adult wias vewarded at the end of the film.
Children watching this film learnt to imitate orgoluce the behaviour that was
reinforced in the film. On the other hand, childrerthe control group who watched the
film whereby the adult's behaviour was punishedeither punished nor rewarded
were less likely to behave aggressively afterwalstill other experiments, children
were shown to imitate the adult behaviour althongheinforcement was offered.

According to Bandura (1977a) in Sternberg (1995)26fre are some conditions
which are necessary for observational learninglte place, which are:

1-Attention directed to the behaviour to be learned

2-Retention of the scene comprising the behavioletlearned so that it may

be exploited later on when needed.

3-Motivation to reproduce the observed behaviour.

4-Potential reproduction of the behaviour wherebg © able to reproduce

what s/he saw.

So parallel to social learning is the notion ofiated learning whereby the context
plays a major role in easing the learning procksshis respect, Pitchard (2005: 31)

insists that if a learning activity falls beyond the cultural derstanding of the learner
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then learning is likely, at best, to be less susftéghan if it had been situated in a
more familiar setting It is very important then to belong to a commymith whose
members we share the same interest and domainogfl&dge. This is what has been
postulated by Lave and Wenger in 1991 (in Weng@662 about their theory of "a
community of practice”. A community of practice,isname may reveal, is a group of
people having the same passion for something tbiegtdo and can still do better when
they interact with each other. Three factors arpairtant for a community practice to
take place: the domain, the community, and thetipecAccording to Wenger, this
community is not any kind of grouping. It should ©aerounded around a given shared
domain. A group of people sharing the same intevesiccupation is not by itself a
community unless its members interact and helpamwher. Besides, these members
must be practitioners of the domain in questiobeable to pass their experience from
one another and build a repertoire of a very pratfrocedural knowledge. This can
easily be applied to learning translation. A comityupractice of translators would be
made up of a number of professionals actually pmact this task whereby they may
interact together to bring assistance and suppooshe another and build a shared and
rich repertoire of knowledge. Online networks pssienal associations,
apprenticeships are just few cases in point.

Meriam and Caffarella (1991: 138) synthesized thesgor learning theories
together with the basic aspects they focus oney #ne characterized with and the role
the educators may take in their particular situegioof use. The following table

summarized their views.
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|l

Aspect Behaviourist Cognitivist Humanist Social and situationg
Learning Thorndike, | Koffka, Maslow, Bandura, Lave,
theorists Pavlov, Kohler, Rogers Wenger, Salomon.
Watson, Lewin,
Guthrie, Piaget,
Hull, Ausubel,
Tolman, Brunner,
Skinner Gagne
View of Change Internal A personal Interaction/observatio
learning in behaviour| mental act n in social
process to contexts.
(including fulfill Movement from
insights, potential the periphery to
information the centre of &
processing, community of practice
memory,
perception)
Locus Produce Develop Become Full participation
of learning behavioural | capacity self- in communities of
change and skills actualized, | practice and
in to learn| autonomous| utilization
desired better of resources.
direction.
Educator's Arranges Structures Facilitates | Works to
role environment| content developmen| establishes
to of t communities of
elicit the learning of the practice in
desired activity. whole which conversation
response. person. and participation
can occur.
Manifestation | Behavioural | Cognitive Andragogy, | Socialization,
s in adult objectives, | development| self-directed| social
learning competency| , learning. participation,
-based intelligence, | (adult associationalism,
education | learning learning) conversation.
skill and memory
developmen| as function
t and| of
training. age,
learning how
to learn.

Meriam & Caffarella’s (1991: 138) four orientatioris learning
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4- Factors contributing to learning

There are many factors that may bring a boost @oléarning enterprise or may
hamper it all together. They are pertaining toegittine learner, the context of learning
or the learner's milieu.

For instance, physical aspects of learning asshee efficiency of learner's
cognitive mechanism. These aspects include visiohhearing, plasticity of the central
nervous system, functions of enzymes, glandularction, dietary efficiency...etc
(Harold, 1972). In short, whenever a learner saffany given handicap or health
condition, he will not be ready to make the expegqieogress with the same pace- if
any- as his healthy peers. Physical aspects afitepare not our concern here as we
aim to shed light on aspects we can actually tawpbn and bring under control to
better understand our role as teachers in theitepamterprise.

Other factors contributing to learning include asllwthe learners’ milieu or
environment. Thus, dialogues, communication andtaxuteacher guidance are very
important to enhance learners' skills and aptitutfethe educational environment, the
teacher-learner relationship is of paramount imguare. Sigmund Freud once sai, "
is hard to decide whether what affects us morevaasl of greater importance to us was
our concern with the sciences that we were taughtvith the personalities of our
teachers (Freud 1914; cited in Jarvis, 2005). This bringdight the importance of the
way information is being presented to the leara@d the interest the teacher may rise
in learners to make them appreciate and welcome tlbg are being provided with as
knowledge. Besides, a healthy environment of jastiolerance, respect between
learners themselves and between learners and athbers of the educational
community, is very important to enhance learnex-cnfidence and self-esteem and

raise their awareness about the others and abeutdtate of mind and emotion and
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about the ways to bring these states under onetsotevhenever necessary. This latter

aspect is what is being identified by educationalycpologists as "emotional

intelligence”, a term first used by Salovey and Bfay 1990 (Jarvis, 2005: 158) to

define the cognitive process one uses to percedggilate and express emotions. The

following table summarizes Weare and Gray's taxgna@femotional competences

(Weare and Gray, 2003: 159)

Area of Competence

Susbcategory of Competence

Self-esteem

Self-value and self-respect
Acknowledgement of right to be valued by others

Accurate self-concept

Identify strengths
Identify weaknesses
Accurate perception of personality

Autonomy

Independence of thinking
Makes sense of self

Experience of emotion

Experiencing and recognisiffigll range of emotion.
Awareness of the effects of different emotions.
Talking about a full range of emotions.

Expression of emotion

Use of language, expressitan, to communicate emotion|.
Developing a language to describe complex emotions.
Expressing emotion through other media, e.g. vgitin
music, art.

Contextual awareness

Taking into account otherlpaogxpressing emotions.

Emotional regulation

Recognise the factors affgce@motion.
Self-soothe when upset or angry.
Think clearly despite powerful emotion.
Avoid sulking.
Use strategies such as distraction, self-talk afakation.

Increasing positive
emotion

Experience happiness.
Experience amusement.
Experience calm and relaxation.
Live in the moment.

Resilience

Survive and learn from negative expegsn

Emotional problem-
solving

Delay gratification

Anticipate consequences of actions.

Solve problems in spite of emotional strain.
Appraise chances of success realistically.

Attachement Have affection for others.
Trust in their affection.
Empathy Recognize emotions in others.

Have compassion for others
Refrain from harming others.
Tolerate difference.
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This means that whatever the teacher's competertc&raowledge, the learning
enterprise will not be successful unless the factscribed above are sustained, at
least to a certain degree. Teacher and learnetddshe made aware of these factors to
bring their positive contribution to the procesdedrning. Problems pertaining to any
area of learning should be correctly diagnosedreetwey are appropriately solved and

remedied.

5- Categories of learning

Learning does not always take the form of relaymngnass of knowledge or
information to be acquired by learners. Learning fo@ concerned with the acquisition
of a skill or the adoption of an attitude or ideatc. (Harold, 1972). Gagne's theory
about the conditions of learning (1985) stipulaies existence of different levels or
categories of learning which require different typ# instruction. Thus, according to
him, there are five different categories of leagnpertaining to verbal information,
intellectual skills, cognitive strategies, motoiliskand attitudes. As such each of these
categories calls for a special attention to a gaspect of instruction for learning to be
successful. These categories sometimes take diffeygoellations or are found to be
overlapping with one another in some referencethersubject. Below is a description
of some categories, learning may be concerned with:

¢ Sensorimotor skills "these are actions that become so

automatic that other learned activities may be iedron simultaneously without
interference” (Harold, 1972: 122). Examples of ¢heskills are walking, riding,
dressing, using different tools...etc. They are mady stimulated unless the person

receives directions from outside on how to procared avoid gross mistakes in the
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execution of those actions. In the early yearsabiosl, teachers may get engaged in
teaching those skills, as teaching writing, forrapée.
¢ Associational learning involves relating the new to the
known by bonds of associations. The best exampthesassociation drawn between
certain vocabulary items and the objects or comscdpgy call for. Again in the early
years of school, teachers may be faced with tHedaseaching young learners how to
relate words to their different entities and sikreé using pictures, models,
explanations and demonstrations.
¢ Perceptual motor skills this is a combination between
sensorimotor skills and associational learning. Tlarner here is supposed to
effectuate some motor skills while drawing someoeisgions at the same time. An
example of this type of learning is typing. Thufien typing, the learner is performing
a skill by striking the right letter on the boashd he is drawing associations between
the sequence of letters he is typing and the witrelg refer to. This type of learning is
linked to what Harold (1972: 123) calls "perceptbé mental modifications brought by
what one perceives, and which are different from physical objects themselves. A
radiologist perceives accurately what is on anyxstaadow of his patient. By the same
token, a language learner is liable to perceivelsh@f pronunciation in distinguishing
between meaning of different words or in utterimignself, those words.
¢ Conceptual learning: they are abstract representations of
situations and conditions, which involve a netwofkelationships between individual
percepts. It is not simply a matter of associatbordrawing a direct link between a
word and what it denotes in the physical world. €&mptual learning needs due
attention to minute details and aspects of thesdn and condition. Examples of these

are democracy, motherhood, bankrupcy, racism, latos...etc. All these concepts
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cannot be explained in a straight forward way dngstneed to be analyzed in their
components when acquired. A conceptual grasp ofvangsituation by a learner
decides on his behaviour and attitude of this datiethe classroom and his reaction
towards the entity being taught. A good example b&en provided by Harold (1972:
124) whereby Indian children are said to hold tleaithat to be better than the others is
not socially acceptable and by this token theirimadion is not raised by the teacher's
promise of high grades. In other words, Indiandreih do not strive to obtain higher
grades and to raise their standards higher thans dfee fear to be perceived as
arrogants. By the same token, one may safely aatdstihdents’ idea about translation
would decide of their attitudes in acquiring thigllsand would define the kind of
performance they are liable to produce.

¢ lIdeals and attitudestastes, preferences, ideals and attitudes are
not innate. They are rather acquired through legrmhether in society as a whole or
within the educational system as such. The intdhesteacher may bring to his course
is likely to foster the learners' like and positatitude to this subject-matter. A well-
organized and coherent lesson may develop the ragidsillingness to pursue their
educational growth even beyond the school years.

¢ Problem Solving:this is considered to be the highest form of
learning as it involves manipulation of abstraaas and use of previously acquired
knowledge and experience to perceive different oesnof the novel situation in
question and apply new possibilities or explore rmths to reach the goal. Anita
Woolfolk (2004: 284) defines it asthe formulation of new answers [and] going
beyond the simple application of previously learmates'. This particular type of

learning is of paramount importance to students$rarfislation as translation is most
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often seen as a solving problem activity. For tl@igson, it deserves to be accorded
special attention in terms of explanation and asigaly

Problem solving strategies may be general or domsaétific. That is, a learner
may know a set of strategies he applies in solpimdplems whatever the domain, or he
may switch to a new battery of strategies whendweris facing a domain-specific
problem. Psychologists assume that novices tengkljomore on general problem-
solving strategies, but as they acquire more kndgédeof the domain in question they
tend to rely on them less, unless a novel situatigmesented to them about which they
have little information.

A general problem-solving strategy is usually pedsthrough five stages which
are summarized as the acronym "IDEAL" (Bransfor&tin, 1993 cited in Woolfolk,
2004: 284). These are:

1- gdentify problems and opportunities to recognize the existence

of a problem and identify the real problem andjost to jump naming the first one that
comes to mind. A real problem should be seen asgpportunity so that an appropriate
solution might be found.

2-pefine goals and represent the problemonce a problem is

identified, an appropriate goal is set to resotv@is requires a true understanding of
the problem and weighing relevant information agairrelevant one. It also requires a
sound understanding of the words and sentencegssipg the problem. Only then is
the learner able to translate his understanding scheme of action which may be
either straightforward or should be worked out amsvexplained in the third stage.

3-Explore possible strategiesso in case there is no existing scheme

ready to be used directly to reach the solutideaener is incited to explore other paths

which take the form of either procedures: algorithor heuristic. An algorithm is a set
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of rules to be followed in order to reach the rigblution. These rules, however, should
not be applied haphazardly without a thorough wtdeding of the explored path. A
heuristic is not as straightforward as an algoritand does not guarantee a correct
answer. Thus, learners are invited to cut theibl@m in sub-categories and to identify
sub-goals. The solution is said to require somel loh detour and making indirect
moves.

4-7nticipate outcomes and act Once a path is explored and a

solution is attempted, the learner needs to ewaltla outcomes to make sure the
solution is correct.

5-Zook back and learn if the evaluation brings to the fore elements

the learner did not attend to, he should try offzessibilities and explore new paths.
To ensure an appropriate passage from one stagkeetmext, the

learner should adopt flexibility and avoid fixedaes much as he can.

6- The learners' contribution to the process of leaing

Learning is nowadays recognized as a learners' lmyginess. Learners are no
more assuming a passive role of just being redipiesady to get the input they are
provided with. In fact, they are the heart of tharhing process and they contribute to
its efficiency at more than one level. Nisbet aldicsmith (1991:6) cited in Williams
and Burden (1997: 146) insisted that successfuhéa employ strategies or super-
skills to attend to the object of their learnindiey pointed to the difference between
successful and unsuccessful learners as follgpeople who succeed in learning have
developed a range of strategies from which theyadnle to select those that are most
appropriate for a particular problem, to adapt thélexibly for the needs of the specific

situation, and to monitor their level of succesBhie following table, proposed by them,
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explains these super skills the learners are saitbéd mostly and successful learners

are said to apply to carry out a learning task.

Asking questions Defining hypotheses, establishings and parameters
of task, discovering audience, relating task twiongs work.
Planning Deciding on tactics and timetables, reédaaf task

or problem into components; what physical merkaillss
are necessary?

Monitoring Continuous attempt to match efforts,aeis and
discoveries to initial questions or purposes.

Checking Preliminary assessment of performanceeswts.

Revising May be simply, re-drafting or re-calcubatior may
be involving setting of revised goals.

Self-testing Final self-assessment both of resultsperformance on
task.

Nisbet& Shucksmith's learners' super-skills (19981

The principal role of educational psychology ascdesd by Kaplan (1990) in
Williams and burden (1997: 1) is to provide teashand educators with the possibility
of applying the knowledge they gained from psychglabout learning and learners to
enhance their learners' ability to sustain théealdng process of learning. Thus, the
school should stress the importance of this dinoengi the learner is to continue
learning even after quitting school. Modern life,fact, requires that we continuously
learn a lot of skills and update our stock of kneage be it procedural, conceptual or
attitudinal. The question of what to teach at stheas attempted by John Bruer (1993:
52) through four different theories explained dbfes:

B The oldest theory maintains that a learner builgshis intellect through
mastering formal disciplines such as mathematmgic] art,...etc. If this
theory is correct, the school should place theseimlines at the heart of the
educational programme.

- With the evolution of cognitive psychology, peomtarted to believe that
reasoning and thinking skills are at the heart oiman intelligence and
should be granted due attention. As such, spegiakses of study skills and

problem solving activities should be given moreldre
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With more advance in cognitive psychology, it wasirfd that domain—
independent skills and strategies cannot accourfidfman expertise. It was
suggested instead that more domain specific skilsuld be introduced.
Following this line of thought, the school shoulel dbncerned with teaching
learners, knowledge and representations specitteeio domain of expertise
or the domain they want to excel in.

In the early 1980's researchers started to natiaeintelligent novices can
tackle novel problems and situations without enoudgmain-specific
knowledge, by applying general domain independdrategjies in an
appropriate way. This suggests that experts neerk rtftan domain —
specific knowledge as intelligent novices contnatl anonitor their thought
processes to overcome problems or situations akleigh they do not have
sufficient knowledge. This theory is what Perkimsl é&5alomon (in Bruer,
1993: 55) call the "new synthesis" as it incorpesadll the previous theories

together to reach an adequate educational practice.

Bearing this theoretical scheme in mind, one magwdthe conclusion that

learning in the educational context is made to aedpto the immediate needs of the
respective societies it should serve at the erall &tal (2003) insisted in this respect
that all learning from time immemorial was contingty shaped and remodeled
according to the theoretical standpoint held by itheninent people of every period
about learning and its role in life at that timemlay be interested to quote them here as
follows: “when René Descartes in the latd"Faid, ‘I think therefore | exist’, he set in
motion an intellectual revolution that underpins @ our major institutions, especially

schools. Reason and rationality became the primaay of knowingj(p14)
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When attempting to teach translation or to devissuaiculum for translation
teaching, one should decide on what theory to adbjg important from the start to
know what kind of knowledge we want to inculcatdhe students to be able to decide
on the appropriate means to reach our educatiaads$ git is important also to be aware
of the nature of the entity to be developed andiss in society and in the life of the
future graduate. A domain which is not given dueterdion in the surrounding
environment of the learner and by the same tokehahof his teacher or trainer is no
liable to inspire educators to bring about judisiddeas and insights about how to

enhance development and yield tangible results.

7- The teachers' contribution to the process of leaing

The educational practice appears then to be cehtenethe aim of making
learners autonomous and able to control and mottiwr learning process. Thus, one
might ask how a teacher can succeed in this nekv Aasappropriate answer may draw
on the theory of mediation proposed by Feuerstein\(illiams & Burden, 1997: 68-
69) whereby the teacher assumes a role of a medatteer than a disseminator. This
mediation can take different forms depending on lg&ning task, the learning
situation, the learners' culture...etc. Feuersteinunerated twelve features
characterizing mediation; the three first are pmese all learning situations without
which the learning task cannot succeed. Theserfssaare as follow:

» Significance the teacher should make his learners aware of the
significance and value of the task they are regquiceundertake, to themselves and to
their culture or society as a whole.

« Purpose beyond the here and nohesides, the teacher should make

his learners aware of the relevance of this taskffarent future possible context.
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» Shared intention the teacher should have a clear intention abwait t
task in question and should make this intentioarde his learners.

* A sense of competencehe teacher can also enhance his learners'
feeling of self-confidence in their ability to copdth the task they undertake.

» Control of own behaviour the teacher can make his learners able to
control and regulate their own actions and learning

» Goal-setting learners can be made able to set goals and f@arach
them.

* Challenge learners' sense of challenge might be enhancedate
them feel eager to face new challenges in life.

* Awareness of changelearners can be made aware of the constant
change characterizing all aspects of life includalighuman beings and themselves.
They can be made alert to detect those changesinselves.

* A Dbelief in positive outcomeghey can also be made aware that a
solution is always possible whatever the problem.

» Sharing: learners can be encouraged to work cooperativedy ta
recognize the importance of cooperation in solgome particular problems.

* Individuality: they may be encouraged as well to recognize tveir
uniqueness.

* A sense of belongingthey can benefit from the feeling they gain

about belonging to a given community or culture.

In the same context, Gagne (1985) drew the attentib teachers to eight

important phases they should observe in theirhiegcto make sure their learners are
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on the right truck and to bring about the most atluges from the process of learning.

These phases are:
1- Attention: learners should be made alert and ready to recdéhe
information or skill they are to be taught.
2- Expectancy as a second stage, they should be able to ettpeasefulness
of what is to be taught.
3- Retrieval to working memory: they should be able to retrieve from
memory previous information they have been taughbe¢ able to analyze the
information at hand.
4-  Selective perception once they understand the nature of the task or
information they are being taught, they should ble & focus their attention to
relevant aspects of the task or knowledge beinghtau
5- Encoding: at this stage, the learners are able insert twelynacquired
information to their schemata.
6- Responding once the new knowledge or skill is grasped, gagrler is able
to make active use of what he has learnt.
7- Feedback the learner then is able to evaluate his perfageaand to
correct his mistake to act better the next time.
8- Cueing retrieval: if all the previous phases are well secured, |taener
should be able to manifest his ability to cope witbvel situations and new

contexts of use he has never encountered before.

A good teacher should find solutions for eventadlufes in each of these stages.
He might, for example, change stimuli or constardfyl for attention to keep the

learner alert and arouse his attention and interdst might explicitly state his
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objectives with the task in question to optimize karners' expectancy and allow them

to see where they are going. He might, as wellstonly check up and review the

prerequisite knowledge and the relevant informatmwaviously tackled to help the

learners associate what they are being taughteio phevious accumulated knowledge.

Furthermore, the teacher might offer more oppotiemifor practice and performance

to make his learners more able to put their knoggeitito active use. He might above

all teach them meatcognitive strategies to makentineore ready to transfer their

acquired knowledge and skill to novel situationd aantexts of use.

To put into practice Gagne's learning phases ichiag translation students, one

may think of the following plan of action:

1-

Attention: show them a translation passage togetiitbrits source text to try to
appreciate the task they are being asked to uk#eatad sense or appreciate its
importance and their desire to know about how éehehe same performance.
Expectancy (identify the objectives): ask them hoan one reach a good
translation of the passage at hand and what obstéloy expect to meet and
how they envisage to overcome them. Discuss theinteal answers and
correct their misconceptions to make them see addree the same objective.
Retrieval to working memory: to draw their attentito previously tackled
translation problems or to previous solutions thaye retained. They should be
encouraged all the time to archive those solutibey strive hard to work out
and by the same token to retain as much informatgothey can from the texts
they process for translation. This would enhanesr therbal competence and
make them more alert to draw associations betwedferaht linguistic

combinations.
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Selective Perception: to underline or highlightdstnts' gross mistakes and
discuss what can be done to overcome them in thesfuand by the same token
to highlight students' successful solutions or gialis routes to reinforce them
in the learners.

Encoding: to ask them to plainly explain what thewe been taught to do to
overcome a given problem you were just explainigk precise questions to
check their understanding.

Responding: to ask them to translate similar passguassages dealing with the
same problems they have just tackled), or ask tiweprovide you with similar
examples.

Feedback: to evaluate their renditions and make ey have developed their
ability to self-regulate their performance.

Cueing retrieval (enhance transfer): to check theure translations in regards
with all the problems previously highlighted andalissed to see if the students
can rely on themselves in novel situations of use.

So overall, translation classroom may escape #redlype image of carelessly

going through different texts for translation pusps without due attention to

criteria for text selection and without consideratto one's objective in tackling a

given text or issue, not to mention the importance should give to students'

attention, motivation and cooperation. A healtjuaational setting should

undoubtedly cater for all aspects pertaining to dhecess of the learning process

and fosters teachers and students' awarenessthlsoptocess.
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8- Learning Styles

To understand the success or failure of the eduwatienterprise, one should
have a fairly adequate idea of the ways peoplespteflearn and process information
they receive, or should at least recognize thetexte of a panoply of learning styles
that characterize individual learners, and the céftbese styles might have on the
students' renditions and performance. A learningesis the manner one acquires
processes and retains information or knowledge doeives from whatever source.
According to Dunn and Dunn, 1992, 1993, 1999 inhRaiet al (2009:105), it isthe
way each learner begins to concentrate on, procebsorb, and retain new and
different information! Pashler et al (2009) went further to emphasizat tine
interaction between these elements is also difftdrem one individual to another. In
this respect, one might infer that a monotonousaaah to teaching a given subject
matter would distract the attention of some leagraerd would discard some others or
lead them to give up their learning sooner. Itrigetthat a given subject matter may
dictate a given approach or educational settingithsialso true that not all learners are
served in the same fashion. The international Iegrstyles network, 2008 cited in
Pashler et al (2009: 106) stressed the importahaiepicting the needs of different
groups of learners to work with them in a more ag and practical way. In their
words, they say, it' is necessary to determine what is most likelytrigger each
student's concentration, how to maintain it, andvho respond to his or her natural
processing style to produce long term memory atehtmri. One may easily think of
some simple examples. Thus, some students are kitmwrefer visual information
over auditory one as they tend to retain bettemwisng charts or diagrams then when
being told the information orally. Others may pretie try things by themselves or to

work out solutions for hard problems. As such, omght adopt Dunn and Griggs's
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point of view (1993:3 in Oxford, 2003:2) wherebtlearning style is defined athé
biologically and developmentally imposed set ofrabteristics that make the same
teaching method wonderful for some and terribledtirers. These learning styles are
not categorically cut but are rather laid on a tantm making a person lean to a given
style more than another without being immersedia particular style alone.

Oxford (2003) identifies four majoralaing styles, according to the

following traits:

8-1-Sensory preferencesthese are related to the physical and perceptual
channels through which the learner receives tharnmétion and with which he might
feel more at ease. They include visual, auditorgesthetic and tactile preferences.
Visual learners, for instance, like to read andrepjpte more illustrations and
drawings; whereas, auditory learners are more s¢ @#th conversations and oral
descriptions and feel better served when they avelved in role plays or vivid
activities. Kinesthetic and tactile students, hogretfind it more enjoyable to work with
tangible objects or to be involved in activitiesex there is a lot of movement. They
hate sitting at one place for a long time and woualther like to have breaks or move

around more frequently.

8-2-Persolnality types:these types include the following classifications:

8-2-1-Extraverted vs. introvertedntroverts gains their strength and motivation
from the external world. They tend to easily com#icontact with people. In the
classroom they show more enthusiasm and zeal. Hmwemtroverts bring their

strength and motivation from inside. They like gsale and tend to have fewer friends.
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In the classroom they are less talkative and firithrd to get involved with their peers

or to participate in the classroom.

8-2-2-Intuitive vs. sensing-sequentiahtuitive learners tend to prefer theories and
generalizations. They are more autonomous andarlyhemselves in guiding their
own learning. However, sensing-sequential leartemd to prefer facts and need more
guidance from their teachers. They feel confusdtial/ fail to see any consistency in
the material they may be offered to process. Inclassroom, the lesson needs to be

well structured and organized for sensing-sequieisganers.

8-2-3-Thinking vs. feeling thinking learners, according to Oxford (200&nd to
show less empathy towards the other and do notdilslow their feelings. They prefer
truth over feeling and are less liable to give ggaiFeeling learners are more open to

the others and are more ready to use words to slffitult situations.

8-2-4- Closure-oriented judging vs. open/perceivirgosure-oriented students are
more eager to reach the end very quickly. Theyiramatient with long-term tasks or
with activities whose objective cannot be dedugsethediately. They are often said to
be serious and hard working with a high sense gjfeet of deadlines. Open learners;
however, tend to consider learning as an enjoyghitae. They do not like deadlines
and prefer to be left at ease in taking chargéeif tearning. They may seem to be less
serious than closed students, but actually they moge eager to discover new
perceptions that might be available for them, andHat reason they are referred to as

being "perceiving” (ibid).
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8-3-Desired degree of generalitystudents may also be different in their tendency
to concentrate on general or detailed informati@lobal or holistic students tend to
focus on the main idea and discard specific detéiiey are more able to make guesses
to find solutions to the problems they tackle withcmeeding much information.
Analytic students, however, prefer precision anmiyethard to understand every bit of
information to be able to guarantee their guesseb speculations about possible

solutions they want to undertake to solve the maisl at hand.

8-4- Biological differencesthese are related to some biological aspectsntiaat
affect learning such as biorhythms, sustenancdaadion. As such, some students are
more active in the morning than in the afternoomemeas others might be just the
opposite. On the other hand, we find that someesiisdcannot learn for a long time
without eating something to sustain their energy eoncentration, while others may
find it disrupting to do so. As for the locatiotudents may differ in their like or dislike
for light, sound, temperature and even the condfiered by the furniture.

From a different but related angle, Kolb (1984kdiin Sims and Sims (2006:
277-278) suggests that learning is also experieaid involves not only the mind but
the emotions and muscles as well. According to, hgarning takes place following
four steps which are: (1) watching, (2) thinking) feeling, and (4) doing. Thus, to be
effective, a learner needs to perceive informatrefiect on how it may influence any
aspect of his life, compares how this informatib® ihto his own experiences, and then
thinks about ways to put this information into pgree. This gives rise to four different
learning modes that may characterize different [geapo tend to emphasize some part
of the circle and not others. In other words, sqeeple, are seen to favor the thinking

phase other than the doing phase...etc. These mogtes a
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a- Divergent style giving rise to imaginative abilities being basaa concrete
experience and reflective observation

b- Assimilation style giving rise to ability for explanatory theoriegaded on
reflective observation and abstract conceptuabpati

c- Convergent style giving rise to the ability to put one’s knowledg&o
practice on the basis of abstract conceptualizasiostained with concrete
experimentation

d- Accommodative stylegiving rise to the ability to learn from trial @rerror

through repeated experimentation.

9- Learning and Motivation

It is true that the improvement of the many factstaping the educational
context may lead to an improvement in the studgraiormance and ability to learn,
but this improvement would guarantee no effect smlthe learners themselves are
ready and willing to receive such a treatment oarawof the need to acquire the
information or skill they are presented with. Inhet words, students should be
motivated to learn and interested in what theybaiag taught. This motivation is not
easy to describe as its nature is not clearly didanlt may be concerned with external
drives as it may be emanating from the inner $ethay be enhanced socially through
praise and reward as it may gain force throughmpl& intrinsic desire to achieve and
to affirm oneself. According to Williams and Burdét®96: 111), it is composed of
many different and overlapping factors such asresg curiosity, or a desire to
achieve'

Early theoretical views of motivation were bahavisu in nature. Human

behaviour was believed to be driven by externatdsrthrough operant conditioning.
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The more these forces prove efficient and importantvhatever type of survival, the
more the issued behaviour is automatically trigdeend gets reinforced to be
generalized to other situations. Maslow's famouspyd of human needs (in William
and Burden, 1996:34) explains clearly the driviagcés leading us to behave in such a
way and not to behave in another. According to Blag1986-1970), human needs are
divided into two categories: deficiency and growdeficiency needs refer to the basic
means of maintenance such as food, security, bielgngelf-esteem. Growth needs
refer to a more advanced kind of needs and ocdupydp three levels of Maslow's
pyramid. They are basically concerned with achigwune's potential and reaching self-
actualization. No one can ever reach the top optmamid unless the bottom needs are
fulfilled one after the other. This theory, althbugriticized for many respects, is very
important in the domain of education as it explanig/ some students seem to fail in
getting along their peers any further and why tluglents' needs are different, and by
the same token, why the amount of progress theyreagarately is not to be evaluated

in the same way.

‘ Self-actualization ‘

‘ Aesthetic needs ‘

SPaaN UIMoID

‘ Cognitive needs |

| Need for self-esteem ‘

| Need for interpersonal closeness ‘

| Need for safety and security |

| Basic physiological need |

Figure 6: Maslow's hierarchy of human needs in Williams &Bush (1996:34)

spaaN Aouaidyaq

Later on, other theories were brought to the farerdplace this behaviourist
approach to motivation. Thus, this new theoretma¢ntation stipulates that certain
human beings and even certain animals like to mtiramously in a state of optimal

arousal at which they function without needing atissy any of their basic needs. This
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was against a prevailing view whose tenants belieae on the contrary, humans and
animals prefer to be in a well balanced and setitate and by this token avoid any
source of arousal. Some of these researchers foothe fact that many are driven by
the force of curiosity and the desire to challemgeelty. On the other hand, some
people may differ in their desire to achieve weltldo be successful. Thus, they may
be eager to cope with whatever competition to lamtgd distinction and recognition.

Some would just do the opposite and avoid any eoeabkat may lead them to failure

or to lose their image in their society and theeest of the peers and families or
whoever may be a source of such esteem.

A cognitive approach to motivation holds that indials are driven by their own
forces and their desire to act in a certain waytoamake decisions and choices about
the amount of effort they are likely to make toale#heir goals. It is important to note
here that motivation is not limited to one's desoreact or one's interest in the task. A
motivated person needs means to sustain his Idvelotivation to reach his aim.
Motivation, thus, is seen to be made up of thragest that interact with one another to
make the person successful in his action. Thesgestare: (1) reasons for doing
something, (2) deciding to do something, (3) sustgi the efforts or persisting
(Williams and Burden, 1996: 121). The order of thetages is in no way linear as the
third stage, for instance, may have a direct effactthe first one. Once a person
succeeds to sustain his motivation, he would femlendesire to act and would be more
willing to take immediate decisions for action.

Reason

Sustaining eff Decision

Figure 7: Williams and Bueth's A three stage model of motivation (1996: 121)

171



Chapter 3 Learning, Learners and Factors Pertaining to the Learning Environment

10- Intrinsic and extrinsic motivation

People's reasons for acting in certain ways magttsdbuted to internal factors
emanating from their own will and desire to act ahét may bring them self-
satisfaction and pleasure, or they may be attribteexternal factors emanating from
the environment surrounding them that pushes tleedotsomething to gain reward or
escape punishment or blame. People of the firgigoay are said to have an intrinsic
motivation, while those of the second categorysaiid to have an extrinsic motivation.
Susan Harter (1981) in Williams and Burden (1998)12xtended this dichotomy of
intrinsic and extrinsic motivation to include fiweparate dimensions distinguishing
between intrinsically and extrinsically motivatedudents. These dimensions are

described below as follows:

INTRINSIC EXTRINSIC
Preference for challenge VS. Preference for easl wo
Curiosity /interest VS. Pleasing teacher/gettirayigs
Independent mastery VS. Dependence on teacheguniig
about what to do
Independent judgment vs.  Reliance on tedshedgment abo
what to do
Internal criteria for success VS. External critéoiasuccess

Table 10: Harter's dimensions of intrinsic and extisic motivation (1981) in William and Burden (1996.23)

Intrinsically motivated students, then, are mokely to be independent and self-
autonomous learners who strive to do their bestteviea the learning conditions or
environment.

Probably another appellation for the distinctioiwaen intrinsic and extrinsic
motivation is what Boekaerts name “ego” vs. “mastaiented learners”. Ego-oriented
learners tend to work hard and do their best iriotd succeed and feel this pleasure of
winning success. Mastery-oriented learners, howdeed to do their best in order to
learn something new or to acquire a given skilyytaee interested in (Boekaerts, 2002:
14)). Students who are mastery oriented learn tbattd faster than learners who are

ego-oriented and tend to develop a more interestinly of learning strategies.

172



Chapter 3 Learning, Learners and Factors Pertaining to the Learning Environment

Boekaerts believes thathe extent to which [a teacher] succeed[s] in cregta
mastery-oriented learning setting is an indicatioof [his/her] professional
competence(ibid: 14). Boekaerts went on explaining how adeer can manage to
create a favorable atmosphere of learning thatieages students to be rather mastery-
oriented. She says,

You can play down ego-orientation by explainingydar students that you

are not interested in seeing one correct outcome thmat you focus instead

on their attempts to come up with a solution sgateStudents will only

believe this 'trying is more important than the gwot' statement when you

act according to what you preach

(Boekaerts, 2002:15)

This is not an easy task, however, as ego-oriestigdents would feel frustrated
when asked to focus on their strategies and mistalstead. This educational approach
is very much rooted in the basic assumptions albwetacognition as it encourages
teachers to raise their students' awareness abeutrble as learners and to correct
their attitudes towards learning and the subjecttanaAs such, this is a further
indication that metacognition is a multifaceted @gpt having to do with motivation as

well.

11-Attribution theory of motivation

For a more extension of the different sources ofivation, the students report
being at the origin of their success and failuriitaution theory as proposed by
cognitive psychologists is an important conceptaomd explanation to be taken into
account to understand students’ behavior and atient towards their own

achievement and degree of perseverance.
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Thus, there are a multitude of reasons studentsgivayto explain why they/ or
their peers succeeded or failed in a given endeavthese reasons may vary from a
lack of effort/ perseverance, a sudden illnesgaaher’'s empathy/sympathy, bad/ good
luck, the difficulty of the task, etc. Weiner citén Woolfolk (2004: 354) described
these reasons according to three dimensions, veinéch

-Locus of control explaining whether the reason the students giviaternal to
them or external.

-Stability. explaining whether this reason is constant amsist® changing or is
liable to be modified.

-Controllability: explaining whether this cause can be controllethb student or
not.

As such, every cause the student invokes can lssifobl according to these
dimensions as whether it is stable/instable, iriléenternal, controllable/
uncontrollable. The following table shows some epla® of reasons students give to
explain their failure and their classification aamtiog to the above dimensions

(Weiner's theory of causal attribution (1992) citedVoolfolk, (2004: 354))

Dimension classification Reason for failure
Internal-stable-uncontrollable Low aptitude
Internal-stable-controllable Never studies
Internal-unstable-uncontrollable Sick the day & &xam
Internal-unstable-controllable Did not study foistparticular test
External-stable-uncontrollable School has hardireqments
External-stable-controllable Instructor is biased
External-unstable-uncontrollable Bad luck
External-unstable-controllable Friends failed ttphe

Tablel11: Weiner's classification of causes of faikiin Woolfolk (2004:354)

If a learner, for instance, says that he always d@l in translation because he is
bad in such a skill, this means that he attribdtissfailure to some internal cause

(aptitude is internal) which seems rather stat#sigts change as he is not likely to do
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better forever), and upon which he has no contrelféels he can do nothing to change
this state of affairs).

This classification is of paramount importance I ffield of education as it
predicts future performance of learners and thtitudes henceforth. Learners who
attribute their failure to stable causes are mikelyl to fail the next time as well. If,
however, students attribute their failure to unktalactors, they are more likely to
succeed in the future and change their attitudegipely towards the subject matter in
which they failed. As for the internal/external @nsions, they determine the students’
degree of self-esteem. If success is attributemhternal factors such as the student’s
perseverance or intelligence, this would resulthie feeling of pride and a boosted
motivation. If, however, the reason is attributedsbme external factors such as bad
luck or the instructor’s bias, this would resultarfeeling of guilt that would diminish
self-esteem. On the other hand, controllabilitytted factor pertaining to their failure
triggers feelings of anger, gratitude, pity or skaWWhen a student feels he has no
control over his lack of ability to succeed in aag subject, he would likely feel angry
and ashamed. This would make him withdraw soondramthe long term affect his
ability all together. If however, the student fedle has control over the cause of his
failure, this would make him feel responsible ancites him to do his best and change
his state of affairs and in the long run his perfance will change positively. The most
distinguished students are seen to attribute #h&rcess to their inner aptitudes and
their own efforts, while they attribute their fakuto some transitory and controllable
factors. Weak students, however, are seen to @ritheir failure to either some
external factors which fall outside their controt,they tend to adopt some defensive

strategies to save their faces and preserve tlositiye image, by saying that they
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could have done better if they wanted, but justrditddo so. (Covington, 1984 quoted

by Viau, 1997 in Huart, 2001: 230)

12-Self-efficacy and motivation

Besides the learner’'s dimensions of attributionceoning his failure, he is also
liable to have beliefs concerning his ability todertake a given task and to reach
specific goals, a belief which is likely going tffext his motivation to engage in the
task all together and to succeed. This is refeteds self-efficacy. Thus, Bandura
(1997:3) in Woolfolk (2004: 368) defines self-effry as beliefs in one’s capabilities
to organize and execute the courses of action requo produce given attainmehts
Self-efficacy is different from the concept of setfnstruct and self-esteem in that it is
not general but related to a specific task. One badigve in his capabilities to carry on
a given task in a given domain of knowledge (Istly in mathematics), but fails to do
so when dealing with a different task in anothemdm of knowledge. Self-construct
concerns one’s perceptions of him/her in comparigith the others, self-efficacy
being just one component of these perceptions.foAself-esteem, it involves one’s
judgment of his/her own worth and has no direcatreh to one’s judgment of
capabilities. Thus, one may feel unable to accashpdi given task or an activity (that
probably does not have an importance to his fiélihterest or specialization) but does
not lose his self-esteem or the positive imagedsedf himself.

According to Bandura (1994), self-efficacy has founain sources. The most
important source of fostering one’s belief in hapabilities is “mastery experience”.
Thus, through one’s own experience of successartcular task, one is likely to trust
his ability and strengthen his belief in his futweccess. On the other hand, learners

who always experience easy successes fail to capetine demands of challenging
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activities and give up quickly. Repeated failuresn conly invoke a feeling of
incapability in the learner and make him lose faitliny chance of success.

The second source of self-efficacy is “vicariouperkences”. Thus, by observing
other people similar to oneself succeed in a gsikration, the learner comes to believe
that he is able to succeed too. Throughout life, ake all looking for models and
exemplar people to imitate and to serve us a patléris would allow us to feel more
confidence and to gain belief in ourselves and um abilities to reach the same
successful outcomes.

The third source of self-efficacy is social persomas Thus, the more one is
verbally persuaded of his capabilities and capegitor success and achievement, the
more likely he is to reach positive outcomes andiratis objective. This would boost
his motivation and makes him patient and persegeanrace of whatever obstacles.

The fourth source of self-efficacy has to do wighhysiological and emotional
arousal”. Thus, one who is excited when facingvamgitask feels more energy to go on
and gain trust and confidence in his endeavour ianbis capacity to go through.
However, one who is worried and anxious, would Itee thread of the task at hand
and concentrate instead on his own emotional statadually, he would give up

believing that there is nothing he can really do.

13-Motivation, metacognition and learning

The question now is what have these three consttoctio together and what
relation holds specifically between metacognitiod anotivation if ever, and what sort
of effect they can bring to learning?

From the start, one can ascertain that metacogngiays an important role in

learning, as awareness about whatever aspectrafigavhether it is related to the task
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variable, the learner variable or the strategyalde, as has been suggested by Flavell,
and is a prerequisite in providing the studentwiill and capacity to go through with
their learning. Strenberg (2001: 340) sums it upfalews: “to do well in school,
students need to acquire practical knowledge altbemselves as learners, learn to
understand and predict the kind of expectationghees have, and become aware of
the values that are upheld by the school systertarge”. To know themselves,
students need to understand their source of mativaind their points of strength upon
which they can foster their process of learningadether. Generally, a well motivated
student may be seen to be more ready to manifeshiiacognitive knowledge and is
fully involved in the learning environment to thetent he is ready to tell his goals and
strategies and the course of action he is adoftimgighout. A metacognitive approach
to education is not easy to establish unless by faell level of motivation is assured.
Viau (1997:7) in Huart (2001: 222) defines motieatias being directly related to one’s
perception of himself and his learning environmarftich stimulates him to react
positively by making an appropriate choice, undenig it, and persevering till he
reaches his goal. In his own words, he saya nfotivation est un concept dynamique
qui a ses origines dans la perception qu'un éleveda lui-méme et de son
environnement et qui I'incite a choisir une actyith s’y engager et a perséverer dans
son accomplissement afin d’atteindre un’btlihis perception one has of himself and
his environment is similar to the metacognitive poment related to one’s knowledge
and one’s abilities to act and control his proaddsarning.

Thus, a motivated learner is metacognitively awab®ut whatever aspects
pertaining to his learning, and he is likely toaatit positive outcomes. However, a
metacognitive learner if not incited to perseveremiore likely to give up before any

serious learning outcome is ever expected to beghtao the fore.
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Motivation and metacognition are both two importanmponents upon which,
effective learning is built. According to Costa $38ted in Stoll et al (2003: 26), there
are nine typical human strategies involved in ititeral learning:

1- Metacognition: human beings have the ability to reflect on thewought
processes, monitor their thinking, bring adjustreeand modifications to reach
objectives and advance understanding.

2- Constructing abstraction. humans are able to use abstract symbols and
notations to represent information. This makes ttane to think in abstraction and
speculate about any aspect of the world.

3- Storing information outside the body humans are able to use means to
store information other than their minds. They case books, records, tapes,
drawings...etc

4- Systems thinking humans can perceive organizing patterns and
congruencies in whatever input they process. Thike®s them able to speculate about
possible changes and to adopt different perspetdia@alyze the same phenomenon.

5- Problem finding: humans are always striving to understand the dvorl
surrounding them by finding solutions to whatevertyfem they may face.

6- Reciprocal learning humans are capable for interacting with the attzerd
learning from them, weighing their understandingiagt the understanding of others.

7- Inventing: humans are intrinsically motivated to discovewrsslutions and
paths of explorations.

8- Deriving meaning from experience humans are able to learn from their
own experiences and modify their actions and keliefaccordance with what their

experience brings to them.
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9- Altering response patterns humans are ready to change their action and
reaction to event they used to respond to in angivay once their understanding of this
event is changed.

Although metacognition and motivation are distidigciplines, they often seem
to overlap in some parts especially as regardsnieeest they bear to learning. The
above set of human characteristic, for example;eplaetacognition and motivation,
with other strategies, on the same line leading irtentional learning. Both
metacognition and motivation lead to successfutnieg. Brown in Weinert (1986)
noted the relationship between metacognition antivaiton by pointing to research
undertaken in this area such as the relationshiwdam metacognitive judgments and
causal attributions of success and failure, metaitiog and motivational determinants
of memory performance...etc. However, these two coots are also dissimilar in
some respect as their history in their respecield bf study may depict. The following
table is a summary of the different variables thesestructs bear and their differing

functions in their respective field of research (iéet, 1987: 12).

Motivation research | Metacognitive research

1- Judgment of task difficulty as a function of one’sown experience
-Performance expectations -Performance predictions
-Setting aspiration levels -Action planning
-Effort allocations -Choice of appropriate strategies

2- Causal attribution for success and failure
-Self-concept of own ability -Knowledge of own cognitive competence
-Individual attribution style -Metacognitive judgments about
-Prediction of future performance the determinants of performance

3- Evaluation of action outcomes
-Use of self-relevant evaluation criteria -Metacognitive knowledge about task gnd

-Subjective experience of success Person variables.

and failure. -Evaluation of correct and
-Emotional reactions and their incorrect judgments.
Consequences -Improvement of task-related

metacognitive knowledge.
Table12: Variables pertaining to both metacogniti@md motivation and their functions in their
respective field of research
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14-CONCLUSION

This chapter was rather an attempt to clarify sopwénts related to the
educational setting and was meant specificallytéachers to gain awareness of the
various factors affecting their job and bringingpdaesults as regards the performance
of their learners. Thus, a teacher should be awarhe nature of learning and its
mechanism from inside and outside (cognitive V$iaveoral approaches to learning)
and the existence of a panoply of styles distifgaog his learners and making them not
on the same line to receive the same treatmergagher should also be aware of how
the learning process goes on and what to do to ms&ef the full potential of learners
to cope with different situations and types of haag. With this knowledge before
one’s eyes and with an appropriate knowledge ohowgnition and a sound belief in
its role for effective learning, one may feel wetjuipped to bring modifications and
feedback to his approaches to teaching. A traoslagacher, who just feels skeptical
about the way his class is going on, can find impeind a food for thought in the
literature on learning to seek insight and feedbd&ok any pending situation.
Translation can be given an appropriate treatmgrd aubject matter if its nature and
intricacies as a particular kind of knowledge toalsquired and developed is adequately
understood. Learners also should be made awateewnfdharacteristics as knowledge
processors and skill developers to be able to itanté to their own appraisal and

efficiency.
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Chapter Four: The Pilot Study

Introduction

Prior to the investigatiomper se a pilot investigation was undertaken to test the
feasibility of our actual study and to check th@rapriateness of research tools and their
relevance for obtaining the information needed.

The pilot study was undertaken at the beginninghef academic year 2007-2008
with 20 students making up for one group amongabed of ten third year groups enrolled
at the department of translation- University Memtaaf Constantine, in that time. The
study was undertaken during an ordinary tutorigsgm, which was the first session the
student had in English/Arabic/English translatioodule during that academic year. As
such, the total number of students taking parhia study was around twenty (20). The
pilot study as a whole (the pre-questionnaire, thenslation test and the post-
questionnaire) lasted three (03) hours. The stedanswered first the pre-questionnaire
and handed it before undertaking the translatish #&ter they handed the translation test,
they were given the post-questionnaire. The tedttha questionnaires were anonymous,
and students were given instead random numberewion their pre-questionnaire, which
they were requested to report on their answer sheairder for the examiner to correlate
their answers in different parts of the questioregawith their translation in the test.

All the students did their best and showed a stnorogivation to participate. The
guestions and the instructions the teacher gave wlear, as students did not show signs
of puzzlement or confusion. Most of the studentsnsghree (03) hours to finish the

guestionnaires and the test.
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I- Description of the tools of research

The two questionnaires overall were meant to dramvesacognitive profile of the
learners in question, to see if they are awar&@mselves as learners of translation and of
any particularities of the skill they are attemptito acquire. The pre-questionnaire was
basically meant to assess students’ metacognitwaremess in general without any
particular reference to whatever specific trangtatask. The post-questionnaire, however,
was meant to assess their specific metacognitiesvledge as regards the test they have
just undertaken. The core element in metacognisoawareness. This awareness can be
either related to one’s knowledge about him/heraglt learner and a potential translator,
or about the task s/he is undertaking, i.e., tedimsl per se, or about the factors or
conditions contributing to one’s process of acaugrihe skill or helping one overcome the
difficulties of the task in question. Thus, manytaw®gnitve models were proposed in the
literature on the subject namely Flavell's (197®79, 1987), Brown & Compione’s
(1978), Anderson’s (1985), Noel's (1991),...etc. Savhéhese models are already tackled
in the theoretical part of this dissertation. Hoewevprobably the most relevant model
serving the aim of this research is that proposeélavell (1976), which suggests three
metacognitive knowledge components that interagettter to make one’s action possible
and purposeful. These components are person varidatk variable, and strategy
variable.

Thus, a translator learner should know something &bout himself as a learner
(when he is doing well and when he is not, whetteeis good at translation or not, what
are his problems in translation...etc). This knowkedpasically refers to “person
knowledge” stated above and can be extended td topon the knowledge the translation
student has of his peers’ aptitude as when he caspamself with the others. He should

also know something true about the task, i.e.,stedion (what is translation, is it
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necessarily a vocabulary exercise? can it be t&ughtc). He should know as well the
conditions making translation acquisition efficiemtd the translation task successful (what
to do to overcome a problem? what else shouldrslator need beyond the dictionary? is
theory most relevant to one’s training in transla®...etc).

This research, thus, tries to shed light on thesmvkedge components in translation
students and to see if they really have a partlag m their performance. On the other
hand, the translation test would serve a yardstgzknst which to measure students’ actual
metacognitive knowledge as revealed in their answethe questionnaires. Both the mark
obtained and the quality of the work submitted wlogkerve the examiner to deduce
conclusions and main observations about studemtsiab performance and monitoring
capacities.

Thus the main research questions, the pilot stuetyt® answer and verify its
plausibility were the following:

Are translation students metacognitively awareheirt competencies, aptitudes and
the conditions liable to bring a boost to theiruattdevelopment in acquiring translation
competence?

To what extent can this metacognitive knowledgetrdoumte to their performance if
ever?

We, thus, hypothesize that translation studentddvioe able to give correct answers
pertaining to the evaluation of their own competenand aptitudes and to the factors
contributing to their development in acquiring skation competence.

Their performance in the translation test wouldvshbat they actually make use of
the metacognitive knowledge referred to above inniong and controlling their

translation skill.
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[I- Analysis of the Pre-Questionnaire

To provide a clear vision of our methodological eabur, all the questions were
analyzed and examined as if we were dealing with @btual investigation not a pilot
study. In what follows is an explanation of theemtjves of each of the questions posited
and students’ reactions to them.

Section one in the pre-questionnaire aims to colldormation about the students'
level in English, Arabic, English/Arabic translatioArabic/English translation. This is
thought to be important to know as it directly the students’ ability to evaluate

themselves.

Question one wasHow do you evaluate your competence in English?

a-Good b- Average c- Less than average  d-I don't know
Students' answer were:

Good Average Less than average | don'tknpw  No answ
Total number of the ] 10 7 0 2
population
Percentage 5% 50% 35% 0% 10%

Student's self evaluation of their competence igliEm

Half of the total population (10 students) reportkdt their English competence is
just average, which may indicate that they do n@restimate their competence and still
feel a need to be helped to improve. This may beinalicative also of a sort of
metacognition related to their awareness of theakmess and their need for instruction

and training.

Question two was How do you evaluate your competence in Arabic?

a-Good b- Average c- Less than average  d-I don't know
Students' answers were:
Good Average | Lessthan average |don'tknpw Noensw
Total number of the population | 6 11 2 0 1
Percentage 30% 55% 10% 0% 5%

Student's self evaluation of their competence abisr
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Once again more than half of the population comdidemselves to be just average

in Arabic according to their own evaluation.

Question three was How do you evaluate your competence in Englisbia translation?
a-Good b- Average c- Less than average d-I don't know

Students' answers were:

Good Average | Less than average | don't knoy Nweans

Total number of the population 1 13 4 0 1

Percentage 5% 65% 20% 0% 5%

Student's self evaluation of their competence igliEn/Arabic translation

More than half of the total population reported ttithey were average in

English/Arabic translation. This is in concordamaéh the answers they gave previously.

Question four was How do you evaluate your competence in Arabiclishgranslation?
a-Good b- Average c- Less than averagé-I don't know

Students' answers were:

Good Average | Less than average | don't knoy Nweans

Total number of the population 1 5 14 0 1

Percentage 5% 25% 70% 0% 5%

Student's self evaluation of their competence ab&/English translation

The majority of the students consider that they ewdéess than average in
Arabic/English translation.

Students 'answers in this question and in the posvone are in concordance with
our observations as teachers of these modulese(ggifound more ease with translation
towards Arabic than towards English). We can shys tthat students' self-evaluation is
realistic and we can trust their evaluation in othaestions related to their translation

competence.
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Question five was:How often do you read in English?

a-Every Day or More

b-Once a week or more

c-Once a month or more

d-Once every two months or more
e-Every holiday

f-Never

Students' answers were

A B C D E F

Total N° of the population 1 2 6 4 3 4

Percentage 5% 10% 30% 20% 15% 20%

Stats' rhythm of reading in English

Question six wasHow often do you read in Arabic?

a-Every Day or More
b-Once a week or more
c-Once a month or more
d-Once two months or more
e-Every holiday

f-Never

Students 'answers were:

A B C d e F
Total N° of the| 2 6 1 2 3 6
population
Percentage 10% 30% 5% 10% 15% 30%

Studenitg/thm of reading in Arabic

According to the students' answers in this quesdiath in the previous one, we note
that they have more contact with the Arabic langu#itan they have with the English
language as the percentages of their reading fregua these two languages may reveal.
Again the answers give a true picture of the ngali¢ are witnessing. In fact, students do
not read a lot and when they do they prefer readingrabic. However, these are the
guestions we have chosen to omit in the actualtouesire as they do not bring more

information than what is actually covered by otheestions.
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Section twoin the pre-questionnaire assesses students' motwawards translation and
attitudes towards the training they went through.
Question seven waswhy have you chosen to study translation?

a- To acquire a mastery of different languages.
b- I like it

c- To work as a translator after graduation

d- Just a random choice

e- Somebody advised me to do so

f- Other

Students' answers were given in order of preference

First choice:

A B C D E F
Total population 10 4 2 0 4 0
Percentage 50% 20% 10% 0% 20% 0%

The first choice opted for by students

Half of the population (10 students) opted for (83’ acquire a mastery of different

languages). They tend to believe that translatpectislity offers the possibility to master

languages, whereas actually translation requirepreexistence of the linguistic
competence of the languages in question.
Second choice:

A B C D E F
Total population | 4 2 3 0 1 1
Percentage 20% 10% 15% 0% 5% 5%

Again a mastery of languages has been classifiethe@second most important

The second choice opted for by students

reason for students choosing this speciality.

Third choice:

A B C D E F
Total population | Q 1 2 0 0 0
Percentage 0% 5% 10% 0% 0% 0%

The third choice opted for by students

All students opted for a maximum of three choid¥g. notice that option "d" (just a

random choice) has not been selected by any ddttieents. This is logical as translation
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is a specialty that not anyone can gain accessdmr@ng the required entrance condition

set in relation to students’ results in the baacoaate exam.

Question eight was Have your expectations about translation (as aiajggr been met?
a-Yes b- No

Students' answers were:

Yes No
Total population 10 10
Percentage 50% 50%

Students' expectation aboanglation as a speciality

Half the population is not satisfied with what thiegve been given as instruction
during their previous years of study. If the samplas larger, what would be the
percentage? 50% is already a considerable pereetdamake us probably question the

validity of our training.

Question nine wasIf you answer in Q8 has been “No”, please say véne:

Students' answers were by and large related to:

-Lack of seriousness in teaching this module as #tudent's answer may reveal ‘I
expected more seriousness...”

- Number of languages involved in their training they expect to deal with more
languages other than English and French!!

- Lack of pedagogical tools for enhancing this cetepce (language laboratories)

- Lack of motivation as this student answer mayatVit's boring, I'm not making any
progress. | don't know what to do when | graduageiother students said in this respect
“lessons are the same, we don't make any progr&sd”another one said “l thought it

more enjoyable”.
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-Unexpected difficulties encountered. One studaitt & this respect “I didn't think that it
was that difficult. My competence in languagestigmough to cope with translation

problems”.

Half of the number of students who said they weoé satisfied with translation as a

speciality related their justification to boredondaeaching methodology.

Section three assesses students’ satisfaction or dissatisfaotiih the teaching

methodology they have been taught with.

Question ten was Are you satisfied with the way your teacher tescliou translation?

a-Yes b-No
Yes No
Total population 10 10
Percentage 50% 50%

Students' satisfaction or non-satisfaction withctdag methodology

Half the population is not satisfied with the wédney have been taught translation.
This result is in concordance with the results ioletd in the previous question as half of
the population too reported that their expectatbout translation has not been met, and

the most important justification they gave wastexao teaching methodology.

Question eleven waslf your answer has been “No” in Q10, what do ybink is wrong
with the way s/he teaches you this skill?

a- It is boring

b- It is not systematic

c- It has no clear objective

d- It is too complicated

e- It doesn’t cope with the actual level of the feas.

f- Other

Specify e LR E LR R

Students' answers were classified in their ordgreflerence
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First choice
A B C D E F No answer
Total population 4 3 1 2
Percentage 20% 15% 5% 10%
The first choice opted for by shedents
Second choice:
A B C D E F
Total population 3 0 1 1 0 0%
Percentage 15% 0% 5% | 5% 0%
The second choice opted for by the students
Third choice:
A B C D F
Total population 2 0 0 0 0 0
Percentage 15% 0% 5% | 5% 0% 0%

The third choice opted for by the students

As we may notice, option "b" (not systematic) hagrb given more importance by
the students as it has been chosen in either tstecii the second position according to
their scale of preference. This may suggest thatesits cannot see the objectives set by

teachers to teach them this skill and do not fesdl guided to make any progress.

Question twelve Do you expect your teacher of tutorial (TD) t@dk you something

about the theory of translation? a-Yes b-No
Students answers were:
Yes No
Total population 18 2
Percentage 90% 10%

Students' sensing the importance afrtho their practical training

90% of the students feel the need for theoretigppert to practice. Theory is a conceptual
framework within which translation is defined anelichited. This means that the students
up to this level do not have a clear idea of wihanglation is and the practical exercise
they undertake during their tutorial sessions db suffice to make these basic notions
clear to them.

Question thirteen was If your answer in Q12 has been “Yes”, is it beszu

191



Chapter 4: The Pilot Study

a-Theory helps me to understand how to improve.

b-It increases my overall knowledge of translation

c-It gives importance to my academic training

d-It explains translation problems in a more syst@naay
e-l don’t know

f-Other

SPECIY === mm e e

Students' answers to this question were classaftedrding to the order of importance they

opted for.
First choice

A B C D E F No answer
Total population 8 4 1 4 0 0 1
Percentage 40% 20% 5% 20% 0% 0% 5%

The first choice opted for by the students

Second choice

A B C D E F
Total population | 3 1 1 2 0 0
Percentage 15% 5% 5% 10% 0% 0%
The second choice opted for by the students
Third choice

A B C D E F
Total population | Q 1 3 2 0 0
Percentage 0% 5% 15% 10%| 0% 0%

The third choice opted for by the students

Fourth choice

A B C D E F
Total population | Q 2 1 1 0 0
Percentage 0% | 10% 5% 5% 0% 0%

The fourth choice opted for by the students

The highest percentage has been given to optiqth&sry helps understand how to
improve). This means that the students have sethgedeed to know the process they go
through to develop their translation competence fiéed they expressed in knowing how
to improve is directly related to our concern imsthiece of research which is increasing

students' awareness of their process in learnirgagognition).

Question fourteen waslf you answer in Q12 has been “No”, is it because
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a- It has nothing to do with practice

b- It adds to my burden of learning

c- | don’t understand its relevance

d- I don’t know

e Other SpecCify---------mmm oo

Only two students answered "no" in the previousstijor. The reasons they gave are as

follow:

One of them ticked option "a" (has nothing to dthwairactice).

The second one ticked none of the optionsmogosed his own answer instead, saying
that ‘we have already studied theory in the first andosdcyear. We just need practice to
improve. We don't need to repeat what we have dyrené These students do not see the
relevance of theory to practice. This may be duthéoway their teachers implemented theory
to practice as it may be due to their self-satigfacwith theoretical concepts needed for
translation practice. An examination of the tratistes they produced in the test gave an
indication of their aptitude in translation. Theud#nt who said he had already studied
translation handed a rather weak translation fillmostakes especially linguistic ones.
Probably the student feels the need to spend miore inh improving his competence in
languages rather than wasting time with theory Wwhiould be appropriate only at a higher
level. The other student who does not see the artey of theory to practice handed a rather

acceptable translation. His problem was mainly vililency and naturalness in the target text.

He is probably over confident about his competence!

Question fifteen was What is translation competence for you?
a- A good mastery of languages
b- A lot of practice
c- A number of rules to respect
d- A God gift
e Other  SpeCify------mmmmm oo

Students' answers were classified according to fitaie of preference.

First choice
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A B C D E No answer
Total 11 7 1 0 0 1
population
Percentage | 55% 35% 5% 0% 0% 5%

First choice opted for by the students

Second choice

A B C D E
Total 4 8 0 0 0
population
Percentage | 20% 40% 0% 0% 0%
Second choice opted for by the students
Third choice

A B C D E

Total population 1 0 2 4 0
percentage 5% 0% 10% 20% 0%

Third choigpted for by the students

Fourth choice

A B C D E
Total population 0 0 1 0 0
percentage 0% 0% 5% 0% 0%

Fourth cbeiopted for by the students

The most chosen option by the students has beefa'glod mastery of languages).
This may be due to the fact that these students kalV a problem with languages which
they hope to master along learning translagiense but it also explains that they have not
a clear idea of what translation is. In fact, thelay the responsibility of their lack of

competence in languages to their teachers whodadreatering for it.

Question sixteen wasHow do you evaluate your progress in translafimm the first
year till now?

a- Little

b- Average

c- Great

d- Nothing at all

e- | don’t know

Students' answers to this question were:

Little Average | Great Nothing at all | don't know
Total population | 8 9 1 0 2
Percentage 40% 45% 5% 0% 10%

Students' own evaluation of the progress they nradequiring translation competence
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The highest percentages represent successivelgratud/ho think they have made
an average progress and those who have madeplititress. These percentages indicate
the need for revising the training they go through.

Two (02) students, however, answered that theyn"dikhow", which means they
have a serious and a noticeable problem in mongdheir own learning process towards
the acquisition of translation competence.

Only one (01) student said he had made a greatggegHowever, the translation he
submitted in the test was fairly average. Prob&lglynad made progress according to his
own academic level he started with. Another possibason is that he was over-estimating
his competence. In fact, he answered "good" in €&ted to his own evaluation of his
competence in Arabic although the translation hedbd reveals he is not good in that

language.

Question seventeen wasHow often does your evaluation of your own ttatisn product
match with that of your teacher?

Always  often sometimes ehar never
Students ' answers to this question were:
Always Often Sometimes Rarely Never
Total 0 3 14 3 0
population
Percentage | 0% 15% 70% 15% 0%

Frequency with which students evaluation of theinslation correlate with that of their teachers

The majority of students (70%) reported they somes find their evaluation of their
own translation productions match with that of thigachers. This reveals two major
observations. The first one is related to studemtsle the second is related to teachers.
Students do not understand the criteria of a gootslkation and did not set up an objective

aim to their acquisition of this competence. Teashthemselves do not have clear

195



Chapter 4: The Pilot Study

objectives for evaluating the translation of tretixdents and have rarely if ever convinced
their learners of what a good translation is. Besjdlifferent teachers may disagree on
how to grade the same translation. This is duéeadifferent approaches they have about
translation. Whatever the observation we want tpleasize more, there is a considerable
lack of awareness on the part of the students atheusignificance of the task they go

through which can only affect their process of asitjon of that competence.

Question eighteen wasWhat do you expect from your teacher of transfato do, to
make you improve?

Students' answers to this question according tw theyuency of occurrence were
mainly related to:

- A need for more practice and coverage of text types

- A need to improve teaching methodologies.

- Arrevision of the programme they go through in tewhcontent and objectives

- A need to be continually assessed to track theldewent of their competence.

IlI- Analysis of the Students' Translations

As soon as students handed their pre-questionntiey, were given a text to
translate. The text was rather easy and neuttalims of content. The students did not find
difficulty in comprehending the text as was revdaleom their translation and answers
related to difficulty comprehending the text (fartiming in the analysis of the post-
questionnaire).

However, their translations were rather averagé witen some translations which
were less than average. Students who submittegpiatde translations (average) found
difficulties in coping with naturalness in the pumtion of the target discourse. The text
they produced in the target language did not sdluaht in Arabic. They respected the

same cohesion patterns of the source text. Sonressipns they used were grammatically

correct but inappropriate for the fluency of theg& discourse. For example one of the
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-

students translated the title "a pause to wondet'-as~:1 48", A sound understanding of
the text content would clearly discard this chasethe writer was inviting readers to ask
some speculative questions (what's if). Thus a nap@ropriate translation for the title
would bedswall 48 5. Another example related to fluency of discoussthis sentence:

g2 pLall AT st Sl (6 55 L Jgd Apdlall () 518 CLESS) adaiony o (53 58 IS 1Y)
as a translation of the sentence:
"if Newton had not discovered the law of gravitypuld somebody else have done so
afterwards?"

There is no doubt that the student understood dahginal sentence, but he
reformulated it in a way that denotes the interfeeeof the source text on his translation.
He should have produced something like:

"l Jady ) ot el OIS b Apdlall () il (g i o I,

Students who submitted weak translations (they vi@neer) made many linguistic
mistakes which showed clearly their weak competencide Arabic language and their
inability to avoid ST interference. For examplestadent reproduced the same word order
of the source language:

" AN Sl Rl Al i 13"

His translation was not even void of spelling mkstsa

" e Aty 4ndi Y1 " instead of " Awall,

", e dhal g1 (e S ) Qial) el instead of !l s e dlia () S i/ aiall ",

All in all, the students showed an inability totdisce themselves from the original
text and to produce a natural translation as reduiy the discourse norms of the target
language they are translating into. This ability tlee very essence of translation
competence. A translator should develop certaixilfigty and ease in moving from one

language to another. It is this ability we want&velop in the students and that we need to
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develop their awareness about and how it shoulcabered for gradually throughout their

academic years.

VI-Analysis of the Post-Questionnaire:

The post-questionnaire aims to assess studentdioresa to the text they have just
translated. It also aims to diagnose their tramsiat behaviour in terms of the number of
reading times, attitudes towards translation pmoBlethe importance they give to the

revision stage if ever, and their satisfaction vtiith translation they produced.

Question one wasHow many times have you been reading the text befou started
translating it?

a-Once (1 time)

b-Twice (2times)

c-Three (03) times

d-More than 3 times

ed have directly started my translation without regdthe whole text

Students' answers were:

A B C D E
Total population 3 10 5 1 1
Percentage 15% 50% 25% 5% 5%

Number of tintles students have been reading the text

The student who answered that he directly stangtidr translation without reading
the whole text handed an acceptable translatioth @bany mistake related to meaning.
Two of the students who read the text just oncelédnveak translations.
The majority of the students (50%), however, rdasl text twice which is normally the
average number, as students must have a cleaofitlea whole text and decide on the way
they are going to segment it into smaller unitsraaslator at a more advanced level can
start his translation after one reading only. Qzsding in this case is enough to grasp the

general idea of the text. An exaggerated numbeeafings may reveal that the student
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handed, in fact, a weak translation.

Question two was If you have been reading the text more than twoti@ps, say

why? Is it because:

a-l haven’'t understood it.

b-l wanted to have a clear idea about the aim ofutir, his attitude and
intention, where and when the text might have h@educed.

c-My teacher advised me to do so.

d-To a have a clear idea of how | am going to traedlze text

e-To assimilate the maximum of information from ttext.

f-Other
Specify:

Students’ answers to this question were classifiedording to the order of

importance they attribute to the above reasons.

First choice:

A B C D
Total population (6students) | O 4 1 3 0 0
Percentage 0% 70% 17% 50% 0% 0%
The first reason opted for by the students
Second choice:

A B C D
Total population (6students) | O 1 1 0 1 0
Percentage 0% 17% 17% 0% 17% 0%

The secoedson opted for by the students

Third choice:

A B C D
Total population (6students) | 1 0 0 1 0 0
Percentage 17% 0% 0% 17% 0% 0%

The third reason optedtfgithe students

Fourth choice:

A B C D
Total population (6students) | O 0 1 1 0 0
Percentage 0% 0% 17% 17% 0% 0%
The fourth reason opted for by the students
Fifth choice:

A B C D E
Total population (6students) | O 0 0 0 1 0
Percentage 0% 0% 0% 0% 17% 0%

Thirst reason opted for by the students
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The reason most ticked by the students is "b" (ite@ to have a clear idea about the
writer's intentions and attitudes...) which medra the students could understand the text,
but wanted to gain a deeper understanding and piplbaake sure he understood well.
The second most ticked reason is "d" (to have ar atkea of how I'm going to translate the
text).

These reasons given by the students could indibaie awareness of the nature of
translation process and what it requires as selight skills and abilities. Thus, a good
translator and a good learner of translation negalan his actions towards the work he is
to accomplish. However, the production of these(88) students who have been reading
the text more than twice, with the exception ofyomhe student, were not better than the
other students who said they have been readinge®igust once or twice. One of these
students' translation was even weak and full oftakés pertaining to language
competence and discourse coherence.

This may mean that these students strived to béadiet and systematic in their
translation work, but could not be efficient. Thigain is a hint at the students' weaknesses

we aim to help them to overcome.

Question three was What do you do, in general, when you fail to slate a word or an
expression in the text? a-l leave a blank for it in the target language.

b-I avoid using the original expression

c-l leaveitasitis

d-I make a guess whether right or wrong

e- | immediately ask for help

Students' answers to this question were classaftedrding to the order of importance they

opted for.
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First choice:

A B C D E F No Answer
Total population 8 6 1 0 1 1 1
Percentage 40% 30% 5% 0% 5% 5% 5%

First choice opted for by the students

The student who opted for another choice (othen tthee ones proposed by the
examiner) said "l try to change the word or theregpion into some easy words or

expressions then | translate” (sic).

Second choice

A B C D E F
Total 0 3 0 2 2 0
population
percentage | 0% 15% 0% 10% 10% 0%

Second choipéed for by the students

Most students said they leave a blank when théydaranslate a word or expression
in the target language. In fact, they do so ashbw®es noted in the translation test they
submitted. The other most ticked option was (I dwesing the original expression). This
option, in fact, is the same as the one suggestélaebstudent who offered his own answer
(who ticked "f"). One of the aims of translatiora¢iers is to help their learners acquire
how to cope with difficulties while their competenm the source and target language is
not yet complete. By this token, learners are adi® paraphrase the expression they fail
to transfer into a simpler expression that theytcanslate. The text the students translated
was rather simple and nearly void of any styligtkpression the students may really find
hard to overcome. However, there are some wordskwhre not key words- that the
students failed to translate and thus omitted th&nother option "I omit it from my
translation” should be added to this last questidhe actual investigation.

Question four was: Have you revised your translation before submittirig your
teacher? a- Yes b-No

! The student who didn't answer this question diohater his choices, so his answer was discarded
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Students' answers to this question were:

Yes No
Total population 19 1
percentage 95% 5%

Students' revision or non-revision of their trarnsla

The great majority of students said that they mexVigheir translation before
submitting it to the examiner. This is normally aod indication of the awareness they
have of the importance of this stage, in regulatimgr behaviour towards the task they
were undertaking to successfully accomplish it.r@&nslation should be revised to gain a
natural fluency in the target discourse, and tockheny possible omissions or careless

mistakes.

Question five wasilf yes, say why? Is it to :
a- Give it more naturalness in the target language.

b- Fill the blanks | left if any.
c- Check if | have translated everything.

Students' answers to this question were classiftedrding to the order of importance they

opted for.
First choice

A B C D
Total population | 11 4 6 0
Percentage 55% 20% 30% 0%

First choice opted for the students

Second choice

A B C D
Total population | O 2 3 1
Percentage 0% 10% 15% 0%

Second choice opted fotheystudents

The student who suggested an answer other thanotles suggested in the

questionnaire in terms of options said, “to corracttakes that | didn't pay attention to”
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Third choice

A B C D
Total population | 2 0 0 0
Percentage 10% 0% 0% 0%

Third choice opfed by the students

The most ticked option was “a” (give it more natoness in the target language).
This is rather good as a step in revision. Howenarst of the translations handed by the
students- if not all of them- lacked this naturakén discourse. A possible explanation
might be that the students know about the essestepls they should go through in their
translation but they do not know how to succesgfattain the objectives of each step.
Students know that their translation should souatlinal- at least in general texts of the
type they dealt with in the test- however, theyndd knowhow to succeed in reaching this
naturalness. Another possible explanation mighatirbuted to their lack of competence
in the target language particularly at the styistivel. This last explanation is not totally
unrelated to the previous one as even when theaelask of competence in a particular

linguistic area, students should know what to dbring remedy.

Question six was:Do you think that yar translation of the text has been successful?
a-Yes b- No c- 1 don’t know

Students' answers to this question were:

Yes No | don't know
Total population 4 0 16
percentage 20% 0% 60%

Students' selfleation of their translation

The majority of students answered that they didkmatw. This is a clear hint of the
ambiguity they have about translation. It may mtweay are learning translation without a
clear objective. The students' answers to thistoqpreare compatible with their answer in
the pre-questionnaire to the question related ¢ #xpectation about translation (c.f. Q9

in the pre-questionnaire) to which many studentgonted their doubt in teaching
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methodology. To this question, most students wieapectation about translation have not
been met answered that they would like to have regpdicit aims in the teaching of this

discipline.

Question seven wadf your answer has been “No”, say why?
a-l haven't found solutions to many problems in tbett
b-I haven’t understood the original text.

c-I'm not good at the target language (Arabic)
d-1 have never done well in translation

Normally no one is supposed to have answered thistopn because no one
answered "no" in the previous question. Howeveg stadent answered "l don't know" in
the previous question, but ticked option "d" instlgjuestion (I have never done well in
translation). The translation he submitted wasetativerage. A possible explanation is that

the student is frustrated about the marks he ysahbthins in translation modules.

V-Concluding Remarks

The analysis done so far reveals that the studemse the need for a change in their
training programme, but have false assumptionstabeuskill they are learning, as a lot of
students think translation is a mastery of langsagjbeir metacognitive knowledge can be
said to be inefficient as far as monitoring theiwnolearning process is concerned. For
example many students answered that they revissd ttnslation before submitting it,
but their translation was not good. It means thegvk what to do, but they do not know
how to do it. Students' answers to questions penigito teaching methodologies and
expectation about translation speciality reveal thay feel there is a problem, which is a

good point to start from as it assesses their neadito be helped.
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After analysing the pre-questionnaire, the trarmatest, and the post-questionnaire,
we noted some remarks that would help us deviseoge nappropriate study with
appropriate questions and methodological toolsesearch. A more thorough reading in
the areas pertaining to our research in the liglihe results obtained also helped us refine
our methodology and bring some essential modifceti

Overall, the pilot study included a lot of quessand this would be strenuous for the
students. Although we did not note any unwillingnes the part of the students who
participated in the pilot study, we fear that witHarger population and with a different
timing, students' reaction would be different. Ascls we opted for omitting some
questions that we did not feel they were so retiablor example, Q5&Q6 in the pre-
questionnaire related to frequency of reading ithb&rabic and English can be dropped
out as frequency of reading is not always a hinth&t students’ competence in the
respective languages. Q7 related to students’ msafw choosing translation can also be
dropped out as it does not really contribute in sneag students' competence in this
speciality. Q12 and its related questions 13 andeldted to students’ idea about the
contribution of translation theory to the improverhef their performance are to be
dropped because the objectives of these questiansbe fulfilled with Q9 related to
whether they are satisfied or not with the way tlagg taught translation. Overall, the
guestionnaire used in the actual investigation sg¢edbe more focussed on the aspects
targeted by the present study. The pilot study wett many details that are liable to
distract the researcher’s attention from the maiblem under scrutiny. For example,
students’ reaction to teaching methodology andr theggestion for remedy do not really
show their awareness about their learning enter@ssthis an uncontrollable variable that
escapes our control. Besides, students’ metacogndwareness may be enhanced by

different means other that the teaching methodopmryse.
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As for the translation test, we noted that the vest long but easy without potential
problems in the area of meaning. However, as moatskation texts, it presents
challenging problems pertaining to the fluency lué discourse and the ability to detach
oneself from the source text forms. Translatiordstis suffer a lot from interference
problems especially at the discourse level. The tiebe used in the actual investigation
would be a text different from the one used in giet study, and one which would
especially test students’ ability to cope with diskise problems, i.e., problems pertaining
to the text cohesion and coherence and its fluémosommunicate the message for the
target reader in a most natural way.

Other questions are, thus, included in the posstiuenaire to identify whether or
not students identified any translation problem awvitht they did to solve them. The
students' translation would serve to see whetheistidents succeeded or not in solving
those problems.

Another question to be added to the post-questiomna related to students’
retention capacity and level of concentration. @hdl Q12 are, thus, meant to give an idea
about the students’ cognitive processing and mgtatiee awareness of this process as
they are asked to give examples of the words oresspons they had retained from the text
they have been translating. Translation learnexdaarguage learners in parallel. The texts
they work on to acquire translation competence esehem as a tool to improve their
competence in the languages involved. Besides,dhewalways encouraged to use parallel
texts to find equivalent expressions and idiomédrens of the messages they attempt to
transfer. Thus, they are supposed to develop amvarenemory that would help them
increase their linguistic store of knowledge andkimg them more flexible in tackling
novel texts. Students of translation should alwayain something from the texts they deal

with.
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After refining our measuring tools and researchhmétlogy, we propose here a new
pre-questionnaire, a new translation test and apustrquestionnaire to be administered at
the beginning of the next semester of the acadgeac. Of course some questions need
not be repeated especially those related to backdrinformation about the examinees.
The pre-questionnaire and the post-questionnaegenaw fused together in one block to
ease the task for the testees. The analysis ajuéstionnaire needs to be done in view of
comparing students’ reactions in its both partse{pand post-questionnaires) while
constantly checking students’ translation in thet.te

The actual investigation is, now, more focused tudents’ awareness of their
learning process in the translation domain, ineigdihe knowledge they have about
themselves as learners, the translation skill greyacquiring, and all potential variables
contributing to this acquisition. This represersgefly, their metacognitive knowledge
following Flavell's model (more details on this fime next chapter dealing with the actual

investigation)
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CHAPTER FIVE: The actual investigation

Introduction

This chapter is the practical part of the thesig & devoted to the investigation
per se Thus, once the pilot study has been undertakdrttenresearch tools tested and
tried on a small random sample of population, teestigation is reproduced again
with a larger sample after inserting appropriatedifications and adaptations drawn
from the pilot study. This chapter is, for methamptal reasons, divided into four
major parts, dealing respectively with the four onagections or phases of the
investigation; namely, the analysis of the studetrnslation, the analysis of the
students’ answers to the first part of the questiine (standing for a pre-questionnaire),
the analysis of students’ answers to the secontdgbdhe questionnaire (standing for
the post-questionnaire), and the general results.

Although the analysis is divided into three sepandrts dealing with different
phases or components of the investigation, thede pee found to be overlapping with
one another and related together in many aspetkeatsearch. This overlapping is, in
fact, meant to bring a clearer view of the problewestigated and to weigh up data
obtained from different parts of the research agjagach other. Thus, some of the
students’ responses in the first part of the qoesaire; for example, are compared to
their responses in the second part to bring anstedtse research hypotheses and reach
explanation of major issues under investigation.rddeger, students’ translations are
sometimes required as a source of interpretati@hag thus brought to the fore to
sustain their answers to either the first or theosd part of the questionnaire. Their
marks obtained in the translation test, although dedinitely an objective scale, are

used as a yardstick against which to measure tragislation ability. The analysis of
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their translation performance, as has been exmaipeevents a blind reliance on the

marks.

PART ONE: Analysis of the Students ' Translations

1-1-Description of the translation test

The text that was given to the students to traeslbéfore starting to fill in the
questionnaire, belongs to a general domain of kedgé and is entitled: "Water Crisis". It
has been taken from an internet resource and cestrieved from the following electronic

address: _http://www.worldwatercouncil.org/index.Blix25 (last time checked for

possible retrieval on February’ 22011). The text is overall easy to comprehend, and
accessible to the average student of translation.

The aim beyond using a discourse of this kind ibdoable to measure students’
natural reaction to communicative texts whereby thave to make use of their transfer
skill without being hampered by the text difficuloy level of interest. As Nord (1990:
160), in Basil and lan (1997: 164), explainegst-takers are often prevented from
demonstrating one of their skills- their ‘transfekills’ simply because the source text is
too difficult for them to analyze and understandpgarly’. The students were thus
expected to be able to detach from the text to eems meaning in an authentic and
acceptable way, according to the norms of the tdagguage.

Translation norms to be respected with regardseidstare different from one
situation to another. Sometimes the students aparezl to translate more literarily when
the task requires such an approach. At other tirtes; are required to translate more
freely again when the task or the situation ne@dd-sr example, a literary text requires
from students a great care and attention to theceotext and its forms especially as

regards stylistic features peculiar to the autAorinformative text, however, necessitates
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from them to be alert to the receptiveness of thessage and the comprehension
requirements for the target readers. This is ugusecified by the translation brief or
“skopos” which indicates for students the specdlgjective of the translation and the
conditions it should meet. This brief is not neededur case as it may rather be implicitly
understood. The text in question is communicationahature as it is addressed to the
general reader to persuade him/her to take meaanceeseact to the water crisis the whole

world is witnessing.

1-2-Methodological Procedure in Correcting StudentsTranslation

Translation evaluation is by itself a debatableiéssiot yet settled by researchers
especially in the field of translation training @i and Mason, 1997). Translation
teachers often complain about the absence of attlg grid upon which to base their
evaluation. However, the evaluator is often seea aglge who exercise an authority to
which “the person evaluated has to suiraithough this evaluation is not always reported
to be“just or objectivé (Martinez Elis & Hurtado, 2001: 275). In our casiesuffices to
have an aim beyond this evaluation to reach a gilegmee of objectivity. This can partly
be sustained by guarantying the anonymity of thpepa corrected as is going to be
explained below. When it comes to assessing stadéminslation production, teachers
should make the distinction between summative amchdtive assessment. The former
refers to students’ translation as an end producergby errors are highlighted and
students are sanctioned on the spot without dwerdedo the progress they have probably
made in comparison to their earlier production{d)e latter refers to a rather diagnostic
evaluation whereby students’ actual learning i®sssd and their mistakes are analyzed to
gain a better understanding of the progress they mmade and the route they have

followed in the development of their competencellfK€005; Hatim &Mason, 1997). In
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the present research, and for practical reasomdests have been evaluated once without
due regards to the evolution they have made if @véheir acquisition process. Despite
that, this evaluation cannot be said to be summady students’ end product was not
directly aimed at. This kind of evaluation takesiaccount not only the students’ mastery
of the two languages in terms of reception and getdn but gives due attention to their
ability to achieve fluency of discourse and capabd to make appropriate choices and
take adequate decisions in relation to the contéxise. The examiner gives credit to
students’ actual level in the two languages invdlaad gauges the severity of the mistakes
they commit accordingly. In doing so, the examineuld sort out the characteristics of
the communicative competence students are endowedIwshort, students are evaluated
not according to their ability to decode a giversesge but rather to their ability to render
an appropriate discourse. After all, the translatarommunicative competence is,
according to Bell (1991: 41) te knowledge and ability possessed by the tramsthat
permits him/her to create communicative acts-diss®uwhich are not only (and not
necessarily) grammatical but socially acceptédble

Thus, it is important to note that students' tratishs were anonymous. The sheet of
paper on which the students were required to repeit translation held a random number
that the students were requested to remember amelptot again on the questionnaire
sheet. So in this way the examiner's objectivity iipa said to be guaranteed as the names
of the students are not going to appear on thewansheets, and as s/he is going to match
the numbers in both the translation sheet and tlestgpnnaire sheet (similar numbers
indicate that the answers is that of the same stjude

Students' translations were corrected in the usagl i.e., according to the grid the
teacher usually uses in correcting students' @#insl production in ordinary examinations.

Of course, a single production is not normally egiodo reach a thorough formative
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evaluation of the student’s competence in trarsiati his examination was rather a kind
of a proficiency test whereby students’ practicabkledge was compartmentalized into
sub-skills or areas of performance according tar theneral abilities without any direct
reference to particular points dealt with during tessons. Thus, five (5/20) points were
given for their attendance to meaning, five (5/@0ints for their correct language in terms
of respect of grammatical rules (tenses, spelktigicture), five (5/20) points to their way
of achieving cohesion and coherence in the traadsltgxt, five (5/20) points to their way
of achieving fluency of discourse (in terms of tmedifications they have adopted or
created in the form of the target language to aehéenatural flow of discourse that would
ease the comprehension of such a produced tex@)traihslation is thus marked according
to a scale of 20/20 which represents the sum optuets obtained in the four skill-areas
indicated above. Actually it is impossible tharanslation is given a full mark. Perfection
is impossible to attain even by professionals. &tislusually can at best achieve 15 out of
20 or in some rare cases- when their renditioeadly exceptional- 16/20. A student who
obtains 15/20 may be described as very good, indeed
In what follows, some details are given about thealeation of each of the four

components making up the total scale to which werefierring to here as (1) meaning, (2)

language, (3) cohesion and coherence, (4) fluehdysoourse.

1-Meaning

Students should give the exact meaning of the ide@sessed in the source text.
Core meaning or main idea or what we may referstkey message is sacred and the
student is severely sanctioned if s/he fails todeenit. His mark will be seen to
automatically drop very badly according to the siyeof the mistake and its eventual

impact on the reader, as this mistake will evehushow its effect on the student’s
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language comprehension ability and the coherendbeomessage he produced. Mistakes
concerning peripheral meaning or secondary ideagffiecting much central meaning are
often pardoned and not as severely sanctioned doyxhminer. An actual example of a

student's mistake affecting core meaning is tHevohg:

Student's mistake Back translation of the student’s Original sentence
production
Ay o e aal s JSB ket s sl | "water is a trade of everyone pf'Water is everybody's business”
A 8 desd) Al ) milie e | US"  is one of the keys of thewas one of the key messages
sl U el | messages presented in the secpofithe 2 World Water Forum.

world summit

Obviously such a mistake will cost the student m(tbis student actually obtained
5/20). He translated the word "business" with itisrdl meaning having to do with trade
and commerce rather than concern which is the mgdaoked for.

Now an actual example of a student's mistake afiggieripheral meaning and not

as severely sanctioned by the examiner as thequ®wane is the following:

Student's mistake Back translation of the student’s Original sentence
production
Ssle had oal Sis Wl gaadll 13 | This challenge for water affects | This water challenge affects no
DA glia e b adisdl cle | not only the community's watef only the water community, but
4l cwlsll US 5 Ladl | but also decision makers and pll also decision-makers and every

living beings human being

This mistake did not cost the student much as ltkdprevious mistake (this student
obtained12/20), though it brought a kind of a bEmio the student's translation as it
affects common sense knowledge. The student rethdevenan beings” as “living beings”

as if plants and insects or whatever animal ortiea®ncerned with this challenge.

2- Language
Students should respect the grammatical rules efldhguage in which they are
translating (tenses, structure of sentences, sgell). Students' mistakes in this domain

are evaluated according to the teacher estimafidgheoseverity of the mistake. In such a
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case, the teacher should give due attention t@vtkeall academic level of the students in
the target language. Actual mistakes of such ajoageare the following:

osul  instead of s« (a spelling mistake due to a lack of appropriat@mgnatical
competence)

gl Y s asty oluall gl instead of i,y i el lgiul 4at (word order).

However, grammatical or structural mistakes may etomes affect meaning and
make it rather opaque. The examiner, having an abeat the original text, can see that
such mistakes are a result of weak competenceeitatiget language. Nonetheless, he can
only consider them to be serious mistakes affeati@gning as the translator should be
careful to transmit a clear meaning to the addeeksewhom the original is not accessible.
This is, in fact, a case that typically concernsnstation into the second or foreign
language where the learners are struggling moratabgroving their competence in the
target language.

Besides, grammatical and spelling mistakes makéréimslator lose his credibility in
the eyes of the receiver. In other words, if tlestator's command of the language(s) is

not appropriate how can he be trusted to have g@avihe correct meaning?

3- Cohesion and Coherence

Students should be able to relate and link betwdeas in an appropriate way.
Cohesion is related to the use of appropriate ¢oatithg conjunctions and juxtaposition.
Coherence sometimes necessitates reordering idehsdeciding upon the length of
sentences. The Arabic language tends to use lonigrsxes, whereas English tends to use
short ones. This length of sentences may affectctmeeptual network of the text, i.e.
coherence. As for cohesion, English tends to useegated battery of conjunctions to

concretely mark the link between ideas or juxtagosentences whose relation is not
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explicitly marked but rather implicitly understoodrabic, however, tends to use fewer
conjunctions and more cases of juxtaposition. Teasfences are just organized one after
another in a way that links them conceptually. Ashs a conjunction in the original
English text is not necessarily rendered by a amtjan in the Arabic text as the translator
may feel the need to reorder his sentences omgerdnem in a way that make the relation
between them explicit without the need for a coojiom. The same thing applies for
translation from Arabic into English.

An actual example of a student's mistake affectiolgesion and by the same token
coherence as well, is one which depicts a use wfang coordinating conjunction as

shown below:

Student's mistake Back translation Original sergenc
Jibolaal 8 ) meallaga oWl | Water is important for everybody | Water is everybody's business
. Agaliaal) as it was one of the key| was one of the key
messages.... messages...

The student finding it hard to cope with the orairstructure, usedi" as a
coordinating conjunction.

4-Fluency

Students should be able to detach themselves tieroriginal to be able to produce
a coherent text in the target language in a foregadte in that language. The produced
text should read easily as if it was originally themn in that language. Students should feel
free to bring modifications to the original form thle message to attain this goal. However,
this freedom is double-edged and may lead to artish of meaning. The following is an
example taken from the translation of a student sghtvanslation fluency affected the

original meaning and led him a little bit astray:

Student's translation Original sentence A suggestmslation

Al @l 5 el muwll w5l e | with urbanization and changes in| Wl élginl 35 of aphll (e
@AY cile s | lifestyle, water consumption is | esd) gl 8 pu sl 13 aa

2l il 8 AT olaall Nlgiud & | bound to increase Glle Guse Al @l padll aa

a_aYl
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In fact, the meaning of “is bound” in the origindbes not mean that water
consumption is presently increasing, as has beggested by this student, but rather
means that water consumption cannot but increase \iith these changes it is normal that
water consumption would increase). This studentrestchigh in fluency but loses
advantage as regards meaning.

An example of a fluent translation without any nega effect on meaning is the

following sentence taken from a translation of ohthe students:

Student’s translation Original sentence

Whatever the wuse of freshwater
Llall gy saall salall oda Jleatinl 20d 3l 4304) @llia | (agriculture, industry, domestic use)
5 Acliall 5 Zel 3l bl U8 A le | huge saving of water and improving of
el o)y e o) e ((Raaddl) CYLedWY) | water management is possible.  Almost
0z e AR Sl Y WUl (S JS L oLall | everywhere, water is wasted, and as long

(e 5 ermb e 2340 a5 3 ) 0 s aeilé oLl | @S people are not facing water scarcity,
they believe access to water is an
obvious and natural thing.

This student, in fact, scored 4/5 on fluency andlensome modifications concerning
the use of appropriate words, punctuation marks @ottesive ties. Fluency is a more
advanced ability that the translators are requivedkvelop as they learn to detach from the
source text and adopt a more flexible attituded&tits who usually score high on fluency
obtain the best marks overall. The students wheesicd/5 above obtained 14.50/20 in his
translation although he made some careless misfaggining to peripheral meaning as
explained above.

On the other opposing side, this is an examplestfident who scored low in fluency

as regards the same example stated earlier:

Student’s translation Original sentence
gl Gl lall oslud i 5 jlee] ae With urbanization and changes in lifestyle, water
WL 4a 5a oLl consumption is bound to increase.
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This student, as may be observed, stuck to thesfairthe original message to the
extent that the translation he offered appeard @shias been done by a machine. He

actually obtained 1/5 in fluency overall and 5/8(is translation overall.

1-3-Students' Scores in the Test
In what follows, are details of the scores obtaibgdhe students in their translation
of the text: “water crisis”, as regards their reiwdi of the text as a whole, and as regards
each of the four components apart (meaning, largguaghesion/coherence, and fluency).
The following first table gives the scores obtainkg the students with the
redundancy of each score and shows the mean sathple in question.
X is the mean,” x” is the student's score, “fthe redundancy of the score.
The mean (X) is calculated by multiplying studentsarks by the number of their

occurrence (f (x)), then dividing the sum by theatmumber of the populatianf(x)/n.

(The mark obtained) F (frequency of occurrence of the mark ) F(x)
5 6 30
6 7 42

6,5 2 13
7 9 63
7,5 3 22,5
8 5 40
8,5 2 17
9 1 9
10 5 50
11 2 22
11,5 1 11,5
12 3 36
12,5 2 25
13 3 39
13,5 1 13,5
14 2 28
14,5 1 14,5

N=55 476

students' score in the translation test

X= 2 fx/n= 8,65
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Now to obtain a clearer view about the homogenditihe population in question in
terms of the dispersion of the marks obtained, stamdard deviation of the sample in
question is measured. Standard deviation(S) isdiuare root of the variance, and is the
measure of how spread out the scores are. As foeineg, it is the average of squared
differences from the mean, and is calculated bystsatting the mean from each score,
squaring the results and working out their average.

Thus, variation is calculated according to thigrfata:

n
2 1

54 = > (; — x)*

n—14

Standard deviation of the sample is thus obtaiiseidlbows:

1 &
-
N1 2w =T

i=1

58 =

Where x; is the mark and x is the mean, s=2.82Z98

The standard deviation obtained is significant amdicates a discrepancy in the
academic levels of students who took part in thesgmt investigation. In fact, the higher
the standard deviation, the larger is the spreaddss the scores obtained. On the other
hand, the smaller the spread between the scoresneb the smaller is the standard
deviation, which would mean that students have @etée competence in translation at
least for the task proposed in this investigatlarour case, the standard deviation obtained
suggest that there are substantial differencesdagtwwhe scores each student got for the
components we devised (meaning, grammar, cohesioerence, fluency). The academic
level of the participants is not homogeneous dea&fd in their actual performance. This
may be attributed to an inadequacy in the kindahing they received or to an interfering
variable having to do with their internalizing pess per se. The results call overall for the

need to know the reasons behind such a discrepdhcys, they are hoped to serve the
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purpose of this research in bringing to light tleéation between students’ strength or
weaknesses and their metacognitive knowledge &eyidrom the questionnaire.

As for each evaluated component apart (meaningukage, cohesion and fluency)
which have been marked out of five (5) point edble, results obtained in each of these

components are as follows:

X(/5) F Mean
1.5 16
2 14
Meaning 2.5 10 2.28 /5
3 8
3.5 7
1.5 13
2 15
Language |2.5 12 2.33/5
3 7
3.5 8
1.5 18
Cohesion |1 7 2.027 /5
2 10
2.5 9
3 7
3.5 4
1.5 24
1 6
2 5
Fluency 2.5 8 2.027 /5
3 6
3.5 5
4 1

Table 14: Students’ scores in each of thalkation components apart

The results displayed in the above table showtti@aimarks of students, as regards
the four components we devised above, are neartileobame level. Students, however,
are found to stumble at fluency and cohesion issnese than they do at language and
meaning issues. Thus, the majority of studentdeseable to cope with aspects of fluency
of the message they produce for the target re&digency, as has been pointed out earlier,
is usually the highest level students aspire tairattit is related to what is known in the

literature on the subject as verbal intelligencereby translators or students use language
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intelligently and artistically in a way that servis® communicative need of the message.
Carroll (1978: 123), in this respect, insists thatbal intelligence is one of the essential
requirements, besides the linguistic competeneg,tthnslators and interpreters need most
to be accredited a place in a training programmeewbal intelligence, according to him,
or the V factor as he also calls it, represents

not only the individual’s knowledge of advanced aoglary, but also his

sensitivity to established word usages, to nuanéediomatic phrases,

and even his ability to predict the transitionablpabilities of words in

phrases (...), the ability and facility (speed) inedting semantic and

syntactic ambiguities and ability in writing effaat, highly rated themes

(Carroll, 1978:123).

Thus, it is not enough to know about a given war@xpression; a translator needs
to know about its appropriate use in a context #ra words with which it may be
adequately collocated, the connotations it may egrand the effect it may produce...etc.

In short, this is what makes translation differigatn a simple decoding process.

1-4-Interpretation of the Test Results

According to the results obtained, as shown intéie tables above, the majority of
students have produced a quite average transldtlars, twenty (20) students out of the
total population (about 36%) obtained marks equatuperior to 10/20. However, if we
consider the mean calculated above to be the aataahge, we find that twenty three (23)
students obtained marks equal or above 8.5/20 {al#%). Thirty two students (32), that

is about 58% obtained marks below 8.5/20.
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The homogeneity of the group, as has been showaudhrthe calculation of the
standard variation, is not sustained, but the lvgiig of the group to bring valid results is
not put into question as the study aims to dravergegal metacognitive profile of students
and examine the effect it may have on their commuete The group, in fact, may be
considered average overall and contains even some glements liable to bring tangible
results.

This lack of homogeneity, after all, is not surprisas students of translation are
known to suffer problems in English/Arabic/Englisfanslation more than they do in
French/Arabic/French translation. This is becausalgeria, English is a foreign language
in comparison to French, which is a second langu&gedents of translation are also
known to have more difficulty in acquiring a trassbn competence besides their
difficulties with fully mastering the languages oived.

Achievement of students making up for this popolatias regards the four
components explained above (meaning, language satieoherence, fluency) is nearly
the same if we consider the mean obtained in ebtttese components. Their achievement
in these components in terms of ease may be ordesefbllows: meaning, language,
cohesion and fluency. Students find it difficultteckle fluency issue, then cohesion. It is
easier for them to render meaning especially wheéextais plainly informative with no
consideration or no much consideration of stylistnel macrolinguistic features that may
blur the students ‘conceptual vision of the taskatd. The issue of language should not
normally cause a problem as it is a matter of tedimg) into one’s language of habitual
use. However, students’ rendition in this testeggards language was not satisfactory as it
normally should. This may be explained first by thet that Arabic is not their language
of habitual use as French or English are for thespective native speakers. Second, it is

sometimes hard to dissociate between language aading. WWhen one misunderstands a

221



Chapter Five: Actual Investigation

given passage or a small portion of a passage,vethuibdd more likely produce wrong
structures or loses control over his/her encodimacess. His/her translation would be
merely a decoding process. Third, translation, winetlertaken carelessly, cannot be free
from instances of interference imposed by the faimthe ST especially as regards
structure and some established linguistic pattefnse in the SL.

On the basis of these preliminary results, we gamglsome provisional answers to
some of our research hypotheses pertaining to whethnot third year translation students
at the university of Constantine are metacogniivabare of translation and whether this
metacognition is at the core of their good perfarogaif any. We may be inclined to think
for the time being that the students making up dor population are not enough
metacognitively aware of translation as far as rthe@lf-regulatory capabilities are
concerned. They could not escape some translatiorddlems and bring appropriate
solutions to them as the examples above taken frn@m actual productions, show. They
mostly appear to need outside guidance and werealplet to monitor their translation
process by themselves. Actually, twenty (20) stteleaut of a total of fifty five (55),
obtained marks equal or above 10/20. This mayaihjtbe said to represent the number of
students who were able to monitor their producaod by the same token those who can
be said to be metacognitively aware about the lmHios process they went through. These
results are further checked through the studemisivars in both first and second parts of

the questionnaire.
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PART TWO: Analysis of the First Part of the Questianaire

2-1-Methodological Procedure in Administering the Qiestionnaire as a Whole

Before analyzing the first part of the questioneait is important to give first an
idea of this tool as a whole and the conditionst®fuse, as it was administered as one
block after students finished translating the tgxen as a test.

The questionnaire was administered at the beginoiripe second semester of the
academic year 2008-2009. However, students werdy feitroduced to metacognitive
thinking all along the first semester to make thapre cooperative during the tutorials and
to make them aware of their role in contributingtheir learning enterprise. We believe
that an understanding of the objective of whateaelivity the teacher initiates in the
classroom is important to assure students' reagltoesooperate and to help in the learning
process. Thus, students are always asked to reflpoh the problems they have
encountered in their translation assignments andpeculate as well upon possible
solutions they might bring to these problems. As be@en pointed out by Adey and Shayer
(2002: 182), it is now widely accepted that students are madkelyi to develop wide-
ranging thinking skills if they are encouraged hink about their own thinking, to become
aware of the strategies of their own thinking arddi@ans”. To make their ideas plainly,
Adey and Shayer (ibid: 183) gave an example ofhiegc metacognition in a science
lesson in which,

the teacher asks pupils to talk both with the teaemd with each other
about difficulties and successes they have witlblpras, not just saying
“that was difficult”, but also explaining “what walkfficult about it, and

how did | overcome the difficulty?’students becoraecustomed to

reflecting on the sort of thinking they have beegaged in, to bringing
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it to the front of their consciousness, and to mglof it an explicit tool

that may then be available for use in a new context

Thus, following this line of thought, the studepnfsthe present study are sometimes
asked to make comments on their translations armd ttAnslations made by their
classmates. Questions frequently asked beforangfahie translation correction is "have
you met any problem translating this text? / What they? Why are they problems for
you? What can you do to overcome these problem&Pjle discussing the students'
answers, students' ideas about what translatiandshow it is to be learnt emerge clearly
to the teacher who then tries to raise the studemtareness about the task they are
undertaking and correct their misconceptions ahlddias whenever they occur.

To ease the task for learners and avoid their t@hee to contribute seriously to this
research, the pre questionnaire and the post quesire were gathered into one block
(one questionnaire) subdivided into two parts. Tirst part stands for the pre-
guestionnaire and deals with general issues nettiijrrelated to the test, and the second
part stands for the post questionnaire and dedlsiggues directly related to the test (for
more details on the form of the resulting questarenc.f. appendix03)

The questionnaire was administered to the stud@hspersed in three different
groups) during ordinary tutorial sessidmdter completing their translation of the textythe
had been given to translate. Students were giveactthins on how to answer the
questionnaire and the teacher was present aliirtteeto make sure everything was clear.
Students were encouraged to answer in any langhagevanted to ease the task for them.
They actually spent approximately one hour (1hamswering the questionnaire. They,

however, spent approximately one hour and a h&al8@fnn) in the translation task. The

! An ordinary tutorial session lasts for three hoorse hour and a half for English/Arabic translatio
one hour and a half for Arabic/English translation.
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examiner made sure the students provided theirawswers by encouraging them to work
individually.

2-2-Description of the Questionnaire

The questionnaire consisted of a total of 21 qaastirganized in two parts. Part |
consists of 9 questions related to students' geiteras about translation, their competence
in translation, their evaluation of their own cortgree in translation, the progress they
have made if ever in acquiring such a competened, their attitudes towards such a
competence and the way it is acquired. Part Il ists1®f a total of 12 questions related to
the students' specific reactions to the text theeyehbeen translating in terms of problems
encountered and strategies employed. The questisnsassess students' actual attitude
towards the task they have been undertaking insesmcognitive and metacognitive
awareness. An example of a question assessingnsstidegnitive attitude is question 12
(is there any word, expression, structure, or shingtof the like you have retained from
the text you have been translating?). This questtidresses the problem of concentration
and attention while undertaking a translation tadk.example of a question assessing
students' metacognitve awareness is question 6 (@dwou solve the problem?). This
guestion assesses students' metacognitive awargnéssns of monitoring and control
abilities. More will be said on these issues whealying students’ answers to these

guestions.

2-3- Analysis of the Students' Answers to the Firdeart of the Questionnaire

Question n° 1was: what is translation for you? (Give a maximomtwo-sentence

A S B ) === e o oo oo o e
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The aim of this question is to assess studentsres@as about the skill or
competence they are learning or trying to acqute. learning to be successful, students
should know something true about the subject maltey are attending to. Fallacies or
misconceptions about what learners actually holdutbthe different domains of
knowledge they want to master are at the origithefr failure to be competent in those
domains. In translation, for example, some studeosinue to believe that translation is a
means to learn languages or is a set of prescrilded they are taught and asked to learn
and to instantly follow. This belief can only betri@mental to their process of acquiring
this skill. In this respect, Nida & Taber (1982:1D02), for instance, give some
explanations of why translators fail in the tramsf@ocess, which is a particularly
important phase in translation next to analysiseyTay, another personal problem [in
the transfer process] is simple ignorance of whanslation is all about. Because of the
average person naively thinks that language is wptide common tacit assumption results
that translation involves replacing a word in laragge A with a word in language B. and
the more conscientious this sort of translator isg more acute the problémA
misconception about the nature of translation caly ad to disorientation and lack of
awareness to acquire this competence or to reguitets process of learning.

Students' answers to this question (c.f.appendix4ull description of their answers
to this question) were analyzed according to wiretivey were correct, wrong/fallacious,
unclear/too general/vague, or irrelevant. Some leéd &nswers were noted to be
inappropriate to the question such as the followimgen | translate | feel like I'm playing
a thinking play" (sic). This answer does not reveal the studemttsception of what
translation is, but rather indicates his feelingrativation towards it. As such three (03)
students, in fact, gave irrelevant answers to gisstion. Some students (a total of 11),

however, expressed a misconception about translabmetimes along their expression of
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their self-motivation and like for translation dgetanswers of these two students might
reveal:

1-"pour moi la traduction est un réve d'enfancéudiér les 03 langues et d'étre une
traductrice” (for me translation is a dream sineeast a child: to study 03 languages and be
a translator. [our translation])

2- "It is a good job. It gives me the opportunity know and learn different
languages".

So these two answers indicate these students’rhagtvation and like for translation,
but might also be said to hold a misconception aldat translation is and how it is to be
acquired as both of them thought translation tedrecerned with language acquisitipar
se In fact, this is one of the most severe problemesmeet in teaching translation as
students continue to be convinced that the depattwietranslation is the right place to
learn languages. However, students who gain atodbss specialty should normally have
a good mastery of the languages involved that theyld strive to develop to a more
advanced level and not simply to start from scratchfrom a poor and insignificant
academic level.

Other misconceptions students hold are found tela¢ed to form. Some students, in
fact, continue to put constraints for themselvesian getting free from the form of the
original message when attempting to transfer meatonthe target language. Three (03)
students among the total of eleven (11) studenswlanswers revealed misconceptions
were found to hold false ideas about total respefdrm as the following examples taken
from their actual answers might reveal:

-"translate meaning and respecting the structutbeotwo languages” (sic)

-"the ability to reproduce texts from a source laage to a target language with

the total respect of meaning and grammaticaistu(sic)
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-"it is to move from one language to another wakisg technics of the source

text" (sic)

Twenty two (22) students were found to hold corasgumptions about translation.
Some examples of these assumptions which are astirtabe correct are the followings:

-"it is reproducing the meaning said isarce language into a target language by
respecting the specificity of each language”

-"it is transferring a text from one large to another and be equipped with some
knowledge and culture in all domains”

Nineteen (19) students were found to hold genesainetimes even too general-
ideas about translation that are not operationdisaipposedly help the students little or not
at all in their acquisition of such a competencearples of students' general or vague
assumptions about translation are as follows:

-"it is a language art"

-"it is the action of rendering a text from a saitanguage to a target language"

-"for me, it is more than moving from one languagenother. It is used to bridge

the gap with other nations"
Thus, students' answers to question one can be atpen in the following table

and its corresponding diagram:

Students' Wrong/ General/
assumptions Correct Fallacious | Vague Irrelevant - )
Total number eval:atlon gf s:t;dentls .
N assumptions about transiation
of the population | 22 11 19 3
@ correct
| wrong/fallacious
O general/vague
O irrelevant
Percentage 40% 20% 35% 5%

Tablel5: Students’ defioitis of translation

The answer to this question is to be sustained tatewith students’ answers to
guestion four (part two) related to the justificatithey gave as regards the requirements of

translation besides the bilingual dictionary ansbalith question 8 (part one) related to
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their judgment of a number of statements aboutstation. Overall, the percentage of
students who provided a correct definition of tfatisn (40%) corresponds approximately
to the number of students whose translations wamsidered average in the translation test
(42%). To verify this preliminary assumption, thenks obtained by these students are
brought to the fore for examination and compariggth the marks obtained by students
whose answers to the same question were consideosd)/ fallacious and general/vague.

The results obtained and the mean calculated fdr ehthese sub-groups are shown in the

following table:

Results of the Results of the students Results of the students

students whose whose Whose definition was

Definitions of Definition of translation Considered general/vague

translation was was considered wrong or

Considered correct fallacious

X(scores)|N F(x) X(scores)| n F(x) X(scores N F(X)

5 5 25 5 1 5 6 2 12

6 1 6 6 2 12 7 2 14

7 4 28 6.5 1 6.5 8 1 8

7.5 2 15 7 3 21 8.5 1 8.5

8 3 24 7.5 2 15 9 1 9

8.5 1 8.5 8 1 8 10 2 20

10 2 20 10 1 10 11 2 22

12 1 12 X=f(x)In= 7.04=7 11.5 1 11.5

12.5 1 12.5 12 2 24

13 1 13 12.5 1 12.5

14.5 1 14.5 13 2 26

X=f(x)/n=8.11=8 14 2 28
X=f(x)/n=10.28~10

Table 16: Students’ results in the test exashiagainst the type of definition they gave todtation

X is the score obtained;is the total number of student in each of the gtdups of students (students whose
definitions was correct v.s. students whose défimitvas wrong or vague). It also represents thguizacy
of occurrence of the score; f(x) is the score mlid by its occurrence to calculate the mean.

As is shown in the above table, the mean of thegsabp representing students
whose definitions to translation was consideredent is 8/20, which is lower than the
mean of the total sample (55 students) indicateltbeand which is 8.65/20. However, the
mean of the group of students whose definition e@ssidered vague or general was the
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most superior among them all (10.28/20). That istnstudents who obtained good marks
overall fall in this category. This may seem rathzarre, but a few seconds thought may
lead us to think that in the course of acquiring 8kill, a student may be guided by rather
general assumptions that he works hard to try tbhembefore he reaches his point of
satisfaction and gains a complete awareness adritiy he is acquiring. This may mean
that having a good definition of translation does help much in making one acquire a
translation skill and develop it appropriately. we can see only six (06) students among
those who provided a correct definition of transkatobtained 10 or more, and half of the
students (11 out of 22) obtained marks below theraye adopted, i.e., <8. This may be
explained by the fact that an operational definitcan help monitor one’s strategies and
skills when they exist already but cannot bringmhte existence if the students have not
developed them yet. Students of translation arenofeported to be suffering linguistic
problems that hinder their advance to whatever ufgyel they may aspire to. This can be
illustrated by the remark inserted by one of thaselents at the end of the questionnaire.
This student, in fact, provided a correct defimtiof translation in Arabic as he said,
“translation is a transfer of a message from omguage to another (source to target)
involving two different civilizations” [our transieon]. The students actually obtained 5/20
in the test and wrote a remark in Arabic at the ehthe questionnaire saying, Want to
improve my level in English as | find difficulti@s translation. The problem is that |
understand well English songs and can learn themhbgrt, but when it comes to
translation | become a total ignorant not able toderstand a thing. | want advice to
change this state of affair that | really see to &@@@roblem and this annoys me much.
Thank you in advanédour translation]. As it can be inferred, thisudéent most severe
problem is a linguistic one. When examining hisistation, it has been revealed that the

student has really a problem in comprehending niangtish structures and was felt to be
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perplex in his translation. For instance, he cowddunderstand the following structure: “it
is a crisis of managing watspo badlythat billions of people-and the environment- suffer
badly”. His translation was as follows:

"o sty ~hamall - alAiY) e el Cayk e ABkIA 5 A A8y oy elall pladi) o s UG o
(a back translation would give the following: itasproblem of managing water badly by
billions of people-the environment-suffer). It isearly a mechanical rendition which
reflects his puzzlement with the structure refeteedbove.

Even when he got the meaning right, this studerd feand to suffer, as well,
problems of interference and to lack the appropriaental agility to find the suitable
words and choose the appropriate structures to egortie meaning required. His
production looked like parts and parcels of evarybthe language that came to his mind
as this sentence taken from his translation magalev

5 gl s e slall () Ja sl OF 0 53l gl sbaall 3505 Gulill dgal ga pe Laga 5 ¢ e sl (o 5S0 Laiyf I
(The original sentence is: Almost everywhere, waervasted, and as long as people are
not facing water scarcity, they believe accessatewis an obvious and natural thing)

The case of this student may be explained by hgh Hevel of worry and
helplessness—as expressed through his own words-alvbich makes him unable to cope
with problems of interference. Worried studentsid# their cognitive load between
learning and worrying. According to (Cassady & Xum 2002; Paulman & Kennelly,
1984) in Woolfolk (2004: 366), these studentsiss much of the information they are
supposed to learn because their thoughts are facoseheir own worries

On the opposing side, we find that only one (0l)dsht among those whose
definitions were considered wrong or fallacioustanted the average (10/20). This

student’s definition of translation was considerationg because he believed that
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translation required total respect of both meamind form. However, he also believed that
translation necessitates comprehension of thenadigext before starting its translation. In
his own words, he said, “Translation is a comprsf@nof the meaning of the text then |
translate it in the target language, | should resplee meaning and form” (sic). An
examination of the translation of this student e¢sehat he tried to be accurate in both
meaning and form as he said in the definition hggested. His translation lacks cohesion
and fluency and it is felt in some of its partdtwa simple decoding as this example taken
from his translation may reveal:

g5l 5 oSl Cun e dglen ) ZUaS 5 lanast 5 43l sladd) abias 0l oo 5 8 p i) dllgd

(the original sentence is: there is an increasmgraness that our freshwater resources are
limited and need to be protected both in termsuaingity and quality)

The student stuck to the form as much as he caulg<as! 4 ¢Li ) “is not a good
collocation in Arabic and looks like an imitatiorf the English pattern “increasing
awareness”. The same remark applies for the usieeofvords @23 250 for « limited »
(the student apparently was misled by the formhef phrase: “are limited”, and thought
that the “ed” denoted the past and so made usa ekpression in the past instead of an
adjective when transferring that bit of discourseArabic).

All in all, students’ metacognitive awareness alioanslation in terms of what they
think translation is, may be said to be quite agertaking into account the percentage of
students whose definition was considered corre@¥%(4 However, this metacognition is
not a good predictor of their performance or pracablknowledge. Thus, not all students
who provided correct definition of translation -reten the majority of them- performed
well in the translation test. The majority of staotke however, whose definition was
considered vague or too general, did well. Bysame token, some of the students who

provided a wrong definition of translation scoredlivin the translation test. The first case
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may be explained by the fact that a correct assomtbout translation cannot replace a
good command of the languages in question or makepfocedural knowledge that

students actually make use of. As for the secosd,damay be explained by the fact that,
even when a student is wrong about his assumptiotramslation, he may all the same
succeed in achieving some of the general requirtsyartaining to common knowledge
such as the meaning of the message and most &drits especially when the text in

question is not so difficult.

So as regards our first hypothesis, we may be nedlito say that students’
metacognition in relation with their knowledge ahat translation is, is average. However,
this metacognitive knowledge does not appear tg planajor role in their translation
competence. The forthcoming questions may shed tigiteon this effect and on other

metacognitive aspects and their possible impaanyf on students’ actual performance.

Question n°2was: How do you evaluate your competence in tediasi?
avery good b-Good c-Average d-Bad e-Very bad f-1don't know

This question aims at assessing students ' ewvatuafi their own competence in
translation. It mainly assesses their awareness@wareness about themselves as learners
and gives some hints of the role they hold in tftezgss of learning. Thus, it is important
for students to know about their strengths and wesses to be able to actively contribute
to their learning. Poor learners are often reportethot evaluate the success or failure of
their learning. They may not recognize that thegklahe ability to self-evaludte
(Anderson, 2008: ?). The answers of the studentisisnquestion are to be correlated with
their actual performance in the test to see if éheluation they gave of themselves is
positively exploited as may be reflected in themnslation. It is also to be correlated with

their answer to question 8/part 2 related to teealuation of their performance in the test.
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Their answers to this question may also help dnesr tdegree of self-confidence in
their own abilities.

Students' answers to this question are as follows:

Very Very | |don't Students' self-evaluation of |@ very good

Good | Good | Average |Bad bad know their competence in & good
Number of translation
the total 1 10 37 5 0 2 O average
population

@ o bad

2% 18% | 67% 9% | 0% | 4% m very bad

Percentage

Table 17: Students' self-evaluation of their competence in translation

According to the percentages obtained, we firsiceothat the majority of students
(67%), i.e, 37 students out from a total of 55 stud making up for the whole population,
reported that their competence in translation weasrage. However, according to the
marks they scored in the translation test, thedsti@hmean of the population was found to
be 8.65/20. This can be said to be an average mdaad, but this is not to forget that the
scores obtained by students indicate that the ptipalwas not homogeneous.

No student, however, reported that his/her competevas very bad and only five
students reported they were “bad” although more fhee students did perform poorly in
the test (fifteen (15) students actually obtain@d kcores as their marks were between 5
and 6.5/20).

Only one (01) student reported that he was verylgatich may be astonishing as a
first reaction. This student, in fact, obtained5120 in the translation test, which is a good
mark but not a very good one. The paper he suluhiti#s very clean and neat. It is felt
that this student did his best to produce a satsfa translation. The translation he
submitted and the answers he provided to both pértise questionnaire do not give the
impression that he suffers any problem of overestiimy his competence but it is probably
a matter of perseverance and confidence to godudhd do better. The evaluation he

gave of his translation in the test is in complendgth what he actually did. He said his
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translation was "good" and he actually obtainedadgmark (12.50/20) (c.f. Q9/part two
in appendix 02). Besides, this student shows a &ipdoud to not appear inferior. He said
his translation was "good" but answered questiomd®nally addressed to students who
were not satisfied with their translation as intthaestion they were asked to justify their
dissatisfaction if any (if you are not satisfiedwyour translation say why). His answer to
this question was as follows: "I didn't do my bestd | could have done much better than
that. | didn't give much importance to the text Mvhi was translating”. However, his
translation overall shows he did his best.

The following table summarizes the results witharelg to students’ evaluation of
their competence weighed up against the marks dlotyally obtained in the translation

test. Thus, cases of discrepancy are sorted outyped in bold to be interpreted.
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Students' evaluation of their competence

Studentsictual marks

Percentage of Discrepancies

Very good 12.5 /
Good 145
Good 14
Good 12
Good 10
Good 9 30%
Good 8.5
Good 8
Good 7
Good 7
Good 7

Average 5

Average 6

Average 12
Average 6
Average 13.5
Average 11
Average 11.5
Average 11
Average 10
Average 13
Average 12.5
Average 6
Average 13
Average 7.5 ~30%
Average 10
Average 7
Average 8

Average 6.5

Average 5

Average 6

Average 7.5
Average 8
Average 7
Average 7
Average 10
Average 8.5
Average 7.5
Average 12
Average 5
Average 7
Average 5
Average 13
Average 8
Average 7
Average 7.5

Average 5

Average 6
Bad 7
Bad 6
Bad 6 00%
Bad 5
Bad 7

I don’'t know 6
| don’t know 10

Table18: A comparison between student’s self-evaioa and actual marks obtained

It is not a discrepancy a case of a student whe Bsycompetence is good, but who
is found to have produced an average translatiorfadt, it is quite normal for a good
student to produce an average translation from tonéme when for instance the text is
not appealing for him or when the environment it quate favorable to make him able to

show his full potential. A single instance of protian cannot be considered a yardstick
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against which to measure his competence in this. dass just important that he does not
go below a certain minimum level that makes himsidered incompetent all together.

When trying to confirm this discrepancy between '®nevaluation and one’s actual

performance, an examination of the student's remditon the test paper appears
compulsory as the mark in itself is not enoughdach such a conclusion. However, it is
considered a discrepancy the case of the studemtrggorted his translation competence
to be good but whose actual production in the west found to be low according to the
mark he obtained and the sort of mistakes the exation of his paper reveals.

Obviously, of the total ten students who reporteak their translation competence
was good, three (03) among them did actually batiertranslation test and made a wrong
evaluation of their production as they were exmpecthemselves to have done well. One
(01) student, however, said he did not know if ltevakll in the test or not. This mismatch
between what one is thinking about his aptitudes$ \@hat his actual aptitudes are is an
aspect of a metacognitive deficiency and hindeessoability to monitor and regulate one's
learning process. In other words, students lackangadequate awareness about their
strengths and weaknesses cannot be expected tp dmything positive to their learning
enterprise. They will stand still in the same stagd will go desperate about their learning
situation. This is known in the literature on meigwition as “person knowledge”. It is the
knowledge one has of himself as a learner and wbaeistitutes a starting point to self-
regulate one’s learning (Flavell, 1987).

All'in all, the analysis of the students’ answerghis question revealed that there are
14 cases of true discrepancies (typed in bold éntéible above). Two students were not
able to evaluate their competence in translatiotheg answered “I don’t know'. We may,
thus, conclude that 16 out of 55 students (#29%) have problems pertaining to their

awareness of themselves as learners of transldtioaddition, such discrepancies were
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found to be more important among the category ofdesits who considered their
competence in translation to be average or goodt€elis no discrepancy at all among the
category of students who reported their translatiompetence to be bad. This may be an
indication that problems of metacognitive awarendsanot arise in extreme cases (very
good/bad) but do arise especially in the middlehef scale. That is, students who are
situated in the middle (who feel they are neitheody nor bad) are most likely to
experience lack of awareness and to manifest Indsdasorientation in their process of
acquiring this skill.

It would have been beneficial to have invited ttegsegory of students too (students
who reported themselves to be average) to give tleeisons of why they considered
themselves as such.

Thus, as far as our research hypotheses are cexdgave may be inclined to say that
students have overall a quite metacognitive awaenelated to their ability in self-
evaluation as only 16 students (29%) were revedledugh discrepancy cases, to have a
deficiency in their metacognitive awareness. Besidgtreme cases of a total lack of
metacognitive awareness are very rare as may lealezl’/by the number of students who
ticked the option ‘I don’t know’. Actually, only tav(02) students answered “I don’t know”
when invited to evaluate their general competentetranslation. However, perfect
metacognitive awareness (without any case of diserey) was found to exist among
students who scored bad in the translation tess. Jdes against our expectation as regards
our third hypothesis pertaining to the effect oftacegnition on students’ performance.
Thus, metacognition is existent among poor achgewesr well and probably it is more

affirmative among this last category of students!
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Question n°3 was If your answer in the previous question was "d"&J, say

why?

a-l lack a good command of the languages involved.

b-I can't see what is expected from me to acqbiseskill.

c-The teaching methodology of the teacher doe$ieipt

d-I'm not giving much importance and attention tg learning of

this discipline.

e-1 don't like translation.

f-Other... Please SpecCify.......coviiiiiiiiii e

So the five (5) students who considered their cderpe in translation to be “bad”

are invited here to give their justification forcbuan evaluation and to see if the absence of
a discrepancy noted in this category of studentmisndication of a real awareness. The
aim of this question is, thus, to assess studextidity to diagnose their source of
weaknesses. In other words, can students who weredfto be metacognitively aware
about their incompetence in the previous questaynabjectively what the causes of their
failure were? Being able to detect the origin oé'srweakness is a good starting point to
seek a remedy. It is also an indication that oreniare of the learning enterprise in which
he is taking part and in which he plays a majoe.r8tudents who may have opted for “a”
(I lack a good command of the languages involvedy,nm a sense, be said to be aware of
their weaknesses if their translation productianseal their problems are really linguistic.
Students who may have ticked option "b" abovedan't see what is expected from me to
acquire this skill") may be said to be lost andmiat get the objective they normally should
strive to attain in order to be successful. Stuslehbwever, who may opt for "c" ("the
teaching methodology of the teacher doesn't hatpht be said to be aware of the
objective but unsatisfied with the way they aredgdi to track their skill and attain the
objective set for its acquisition. Successful teastshould make their learners convinced
of the route they suggest to them. So studentsamiswered "c" may be said to need more

help in guiding their learning and may be said éléss independent and probably less

motivated as well, as they attribute their failtweoutside factors and discard their own
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responsibility. Students who may opt for “d” (“'mot giving much importance and
attention to my learning of this discipline”) mighé said to adopt a defensive strategy to
not appear weak or unable in terms of their pedsaptitude. In motivational terms, this
kind of students may be said to be unwilling to pasitively for the benefit of their own
progress (cf. attribution theory of motivation, s&a 9/chapter 3)

Thus, this question would bring further featuresha metacognitive profiles of the
students taking part in this investigation.
Students' answers to this question were:

First choice opted for by students
A B C d E F No answer

Total number of the populatior? 2 1 2 0 0 0 2
Percentage 29%| 14%| 29%| 0% | 0% | 0% | 29%
Table 19: Students' reasons for feeling unsatisfigd their competence in translation (first optitirey opted for)

Second choice

A B C D E F

Total number of the population| 0 0 0 1 0 0
Percentage 0% 0% 0% 14%| 0% 0%
Table 19": Students' reasons for feeling unsatisfiéth their competence in translation (second aptitey opted for)

According to the results shown in the tables abdwe, 2 students attributed their
failure to teaching methodology. Another studemtntd see what is expected from him or
in other words what objectives the teacher setdiior to attain as far as the translation
module is concerned. One of students who answdrad’‘did not tick any of the options
offered. This may mean he did not agree with anthefoptions offered by the examiner,
or lacked the appropriate linguistic competencefter his own justification in his own
words. One of the students who answered ‘I dondwKnin the previous question did not

answer the present question as well, which is &tioga that confirms his state of

2 Number of the total population answering this gieesis normally 5. We added to this number the
answer of the students who answered "I don't krniawhe previous question. The number is, thus,7
students.
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puzzlement and loss. In other words, if one isaid to evaluate oneself, he is most likely
not able to say what's wrong with him. The otherdsint who answered “I don’t know” in
the previous question said he could not see whatexpected from him, which is also an
answer that confirms his state of loss and confusibhese two students obtained
respectively (6/20 and 10/20) in the translatiost.t&n examination of their translations
revealed that the student who obtained 6/20 waersuj more severe problems in his
translation competence as he was translating witdoe logical reasoning. His problems
in comprehension were found to be complex to thergxhat the translation he proposed
for those parts he could not understand looked sefgward as this example may reveal:
" gl A3l 3 85l cariad ki ) ) e Qe ramaa JSiall 13 Adlall e ) 4"

(the original sentence is : with the current st#taffairs, correcting measures still can be
taken to avoid the crisis to be worsening)

Thus, the student could not understand that thed viasrrecting’ in this sentence
functions as an adjective and not as a verb, leeralsunderstood the passive phrase ‘still
can be taken’ , he could not render the phraseidathe crisis to be worsening”. Overall
he seems to have problems with the transformatiomals that are applied to kernel
sentences to produce more complex structures. Whabrse, the translation he provided
sounds awkward in its context of use, but the studeems not to care or rather not able to
do anything to clear out the awkwardness.

As for the student who obtained 10/20, his trarshatevealed that he was lacking
appropriate verbal intelligence in his choice ofre& and his approach to the cohesion of
the message he conveyed for the target readehebwis logical overall in reconstructing
the message and bringing it through. His stateoofusion, thus, may be attributed to his
weakness as regards the required mental agilitg Bapposed to develop and which was

hindered by the constant interference of the sotaxtehe could not escape. It is possible
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that this student is not able to evaluate himsetfalise there is a discrepancy between his
present competence and the potential competenterbquired to develop by the help of
the educational system or the teacher. He mayidds®e situated in Vygotsky’'s zone of
proximal development and mostly needs help ancht@i®n to reach his objective. The
students answered all questions related to thessssat of his metacognitive knowledge
about his translation competence acquisition psockle said the progress he achieved
from the first year till now was good. He said haswable to track his own mistakes in
translation and answered logically the questionsapeng to his procedural knowledge
while tackling translation problems. However, hesvaered “sometimes” when asked to
express the frequency of which his evaluation netaith that of his teacher. Obviously
then, this student cannot clearly see what wasat@gdrom him by his teacher. He did not
answer question (3) above because the form of tlestpn itself did not invite him to do
so. Thus, the question was worded as follows:diiry  answer in the previous question
was “d” or “e” say why?” (*d” stands for “bad” ant” for “very bad”), and as this
student ticked “g” (“I don’'t know”) in the previouguestion, he most probably did not feel
concerned with this question.

All in all, we can say that students who answeredd” in the previous question
(they were five) and whose evaluation of themselvas found to be matched with their
actual performance, attribute their failure to eitkhe teaching methodology, a deficiency
in their competence of the languages involved,ack lof a clear objective. In terms of
attribution theory of motivation, only the studewho said he lacked the command of the
languages in question can be reasonable in hiffigaibn as the examination of his
translation might reveal. The option related to pineblem in teaching methodology does
not stand here as a valid justification since thaomity of students do not appear to

support this position, and even if the teachingho@blogy was not good it is not a major
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handicap otherwise it would have been reportediels by most students. These students,
except the one who admitted his incompetence iguages, seem to be careless and
unmotivated about their acquisition process as thsgarded their own responsibility all
together. Poor achievement in translation can lea $e be related to a lack of practice,
careless thinking (not spending enough time thigkihhow to solve a recurring problem),
lack of interest (translation tasks and assignnaeatdone recklessly and mechanically),
poor reading competence in source and target lgegyaot reading a lot in these
languages), lack of concentration and attentionnathekling a translation task (not trying
to analyze texts, to learn from them and to arclseme of their elements for possible
future use), lack of motivation (feeling bored andt interested in the task one is
undertaking)...etc. In short, the student can seewisresponsibility in many ways.

One may be tempted to conclude, thus, that meta@oagawareness of poor achievers
is superficialand limited as they know they are incompetentdmuhot seem to be aware
of the reasons of their incompetence. In other wioittey know that they do not know but
do not know why they do not know! This may partlgrnge to answer our second
hypothesis pertaining to types of metacognitivevkdedge students show. That is to say,
low achievers are more metacognitively aware thgh achievers, but their metacognition
do not go beyond the simple fact of being awarera’s weakness without being able to
specify what went wrong exactly.

Before ending this discussion, it is important tdenthat the number of students upon
which the above results are yielded (5 students)otsenough significant to reach any
sustainable generalizations we expect to reactvoltld have been more interesting, in
fact, to have invited all students who were unfiatiswith their competence in translation

to give their justification for such non satisfacti
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Question n°4was How do you evaluate your progress in translatiom the
first year till now?

a-Very good b-Good c-Average d-Bad eVerybad f-1don't know

The aim of this question is to assess studenti#yalsi sense any logic in the course
of their learning and to gauge their awareneshaif tearning enterprise. Students who are
aware of their progress can be said to be mordelitlo monitor and regulate their own
learning process and are more ready or preparagceive feedback which can be a
remedy for their weaknesses. Kruger and Dunnin@919121) argue that in essenctle’
skills that engender competence in a particular diomare often the very same skills
necessary to evaluate competence in that domai@sawn or anyone elsé:sin other
words, students who are able to truly evaluate tmnpetence so far may be said to have
acquired the appropriate translation competend® tg0.

Students' answers to this question were:

Very very | don't students' self-evaluation of
good | Good | average Bad bad know their progress in translation
Total number
of the population 1 20 25 4 2 3 PR
m good
l:l:verage
o bad
m very bad
@ 1 don't know
Percentage 2% | 36% | 46% 7% | 4% | 5%

Table20: Students' self-evaluation of their prograstranslation

The majority of students 46% consider that the msgthey have made up to now is
average. Still a significant number (36%) consitett this progress is good. Overall 45
students may be said to be satisfied with theiggmss up to now (the number of those
who answered ‘good’ plus the number of those wrewaned ‘average’). Six (06) students
reported their progress to be either bad or vedy baree (03) students, however, denoted
a total unawareness about their actual advandeiadquisition of this competence as they
answered “l don’t know”. It is, probably, thesed#uts who may be said to need the most

attention in terms of guidance and supervision.
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What is striking in these results is that studevite said that their progress was good
were found to be the better among the other caegof students (those they said they
were average, bad,...etc) in terms of the scores tidgined in the translation test.
Actually, the mean representing this group of stislés equal to 10.22/20. This may be
explained by the fact that students would not &isfied if they did not realize tangible
results in their productions. In other words, tlettér marks a student obtains, the better
confidence he will gain in himself and his abiltieMoreover, this goes hand in hand with
Kruger and Dunning’s argument above. Competentestisdare able to see themselves
competent and tend to not hesitate to give thein ewaluation of themselves as they
possess the requirements to do so. Another grilemark about these results is the total
number of students who felt they made a rathertipesprogress (good or average)
compared to those who reported to have made irigigni progress (bad or very bad).
This may be indication that these students makipgfar our population of study are
metacognitively aware about the requirement ofaadiation competence. The following
table gives an idea about the marks obtained bly gemup of these students in terms of
the degree of progress they sense, to note angedeacy between the answers they gave

and their actual performance as shown in theirlt®su
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Degree of progress Mark obtained Mean

Very good 8

Good 14.5

Good 13.5

Good 12.5

Good 12.5

Good 14

Good 14

Good 13

Good 13 10.62
Good 12 .
Good 10 Percentage ch discrepancy=
Good 9 35%
Good 8.5

Good 8.5

Good 7.5

Good 8

Good 8

Good 7

Good 7

Good 7

Good 5

Average 13

Average 12

Average 12

Average 11.5

Average 11

Average 10

Average 10

Average 10

Average 8

Average 7.5

Average 7.5 8
Average 6.5

Average 7

Average ! Percentage of discrepancy
Average 7 =64%
Average 7

Average 7

Average 7

Average 6

Average 6

Average 6

Average 5

Average 5

Average 5

Average 5

Bad 8

Bad 6 6.25
Bad 6 Percentage of discrepancy
Bad 5 =0%
Very bad 6 6
Very bad 6 Percentage of discrepancy=0%
| don’t know 11

| don’t know 10 9.5

| don’t know 7.5

Table21: A comparison between stutkeavaluation of their own progress and their actuadarks

Thus, a fairly good number of the students whoelvekl their progress to be good

obtained rather good results in the translation fegtually, 10 students out of 20 obtained
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grades equal or superior to 10/20. For those whairdd grades between 9 and 7 and their
number was 9 out of 20, they may be said to hamseska progress in comparison to the
competence they had when starting to learn traoslaind which was probably below the
average. Again, low achievers among students (thdgeobtained low marks) tended to
give exact evaluation of their progress. The pasgof discrepancy between their actual
marks and the evaluation they gave is 0%. Thisikelyl to mean that there is
metacognitive awareness in extreme cases. In otloeds, high achievers and low
achievers are more likely to be metacognitivelytdyedware about their learning progress
than those in the middle of the scale (averagesaehs) as the discrepancy percentage may
reveal.

The most striking results this time are obtaineith wtudents who answered “I don’t
know” as these latter produced good translatiorexall Actually two students obtained
marks that are above the average (10/20 and 11Ir2@ke students may be seen to lack
self-confidence or probably they associate the n@ssythey made with the marks they
usually obtain and that they are not always satisfvith. By examining these students’
answers to question (6) related to whether the snérky obtain in these modules are
always matching with those attributed by their beas, it is revealed that they answered
respectively “rarely” and “sometimes” respectivelihis may mean that they were having
in mind the marks they usually obtain as a yardsigainst which to evaluate progress. An
adequate and objective evaluation, however, sheatdnate from a true and personal
awareness about one’s abilities and weaknessesgasds one’s competence. Students’
awareness described above (for the case of studdrdsfelt they have made a good
progress) is to be verified in question 5 and ®Wwel

Hence, the same conclusion drawn from the previgstion applies to the present

question as well. Students at the bottom of théesm@ found to be in a better position as
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regards their awareness about their own progreslseaisevaluation of the progress they
said they made was found to correlate with the acsaores they obtained. However,
there is more evidence that this awareness agais miat seem to rest on objective criteria
of evaluation as some students were felt to hawtertiais evaluation in terms of the marks

they usually get in translation tasks.

Question n°5 wasAre you able to track your own mistakes in tratieh?
a-Yes b- No

Students’ evaluation of the progress they made mesdbe just superficial and
related to their own records of marks they usuabifain. Thus, students are supposed to
gauge their progress more precisely or to expksimature more clearly. The aim of this
question is again an attempt to confirm studemtaraness about their process of acquiring
translation competence. Students who are ableytevean they are wrong and when they
are not, or where they were successful and whene ere not may be said to be more
aware and by this token more liable to monitor eegllate their own process of learning
or acquisition. In other words, if students ardlyeawvare of the progress they have made
in translation acquisition, they should be abl&tow when they have made a mistake and
where they have been successful.

Students' answers to this question were:

Yes No No Answer students' self-evaluation of
Total number of the their ability to track their
population 48 6 1 own mistakes

@ yes
@ no
O no anw er

Table 22: Students’ evaluation of their inabilityttack their own mistakes

Percentage 87% | 11% | 2%

According to the results shown on the above tabteits accompanying diagram, the

great majority of students making up for the whadpulation (87%) said they were able to
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track their own mistakes. Detecting one's mistaka first step to overcome it. Students'
metacognitive awareness can be said to be adetfjwatgjust rely on these results. These
results can also be said to be in correlation \ilig answers obtained in the previous
questions in relation with students' self-evaluatid their own competence in translation
and their ability to gauge the progress they haadized so far.

However, judging one’s knowledge of something ige tlesult of metacognitive
experience that the learner builds up throughositemcounter with similar situations of
use. The students here may be said to have expedenany instances of translation in
which they were able to detect their own mistakdgtacognitive experience is very
important in determining one’s interest and willegs to pursue similar tasks in the
future. ‘the subliminal intelligence that makes it possibide us to translate rapidly,
reliably, and enjoyablyis, according to Robinsontife product of learning-which is to
say- of experience stored in memory in ways thablents effective recall and flexible and
versatile usé (Robinson, 2003: 50). The more one feels frusttaand unsatisfied with
one’'s moment-to- moment unfolding of the task, miere reluctant he would become in
regards with similar tasks in the future, and theemone feels successful and at ease with
the task at hand the more will he would show imurfatoccurrences of such a task. Thus,
students may be said to have exhibited the maximiutheir efforts in tackling the task at
hand, and their metacognitive knowledge may belysafminted upon to reveal objective
facts about their metacognitive profile overall.cAoding to Flavell (1979), achievement
of a goal draws heavily on both metacognitive kremlgle and metacognitive experience.
In other words, students who know themselves weelearners and can tell what are their
points of strength and weaknesses, and feel treeglale to undertake a given task on the
basis of their accumulated experience through mests of undertaking such a task, are

more liable to attain their goal and succeed iir #nredeavour.
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However, two (02) of the six (06) students who asr®al “no” to this question (i.e.,
they are not able to track their own mistakes) wertend to have obtained good marks
(10/20 and 13/20) and the translation they handemlved they have overall a good
monitoring abilities as they were able to overcamast of the problems. It is particularly
useful to note the answer given by the student alht@ained 13/20 to question 10 below
(related to justifying his non satisfaction withs ranslation). This student said, in fact,
that he had never done well in translation thougldid well in the translation test, which
is a confirmation that he is not able to gaugeols problem and track his own mistakes.
Moreover, he said the translation he submitted awvaesage but it was more than average.
The student who obtained 10/20 answered questiorbelOw by ticking option “c”
reporting thus that there were problems he wassom he had succeeded to overcome.
This is again a confirmation that this student a¢ able to track his own mistakes as he
said.

The examination of the translations handed by stisdeho answered “yes” (i.e., are
able to track their own mistakes) revealed thatetlaee problems which went unnoticed by
students as they were not reported by them wheedaigkgive an example of a problem
they encountered in their translation (questionefow). To illustrate, underneath are
examples taken from the translation of a studerd ethimed being able to track his own
mistakes. This student reported only his problerth wtructure when asked to give an
example of a problem he faced in his translatiothensecond part of the questionnaire. He
also evaluated his own translation to be averagé. e made many mistakes pertaining to
meaning that we wonder how they could escape hestadn. Some of the sentences he
produced in his translation look awkward to theeekxthat they should have raised doubt

on the part of the student and required from hitange attention and concentration.
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The original sentence Student’s translation

With the current state of affajrs| a3l glé (Jaid 20l 5,054 G
correcting measures still can be takenc) J8 de )Yl s3a (galil USas iy el jaY)
to avoid the crisis to be worsening IS DL

...they believe access to watés an| ...xxbh sl s elall JA35 () () sl agh
obvious and natural thing

Almost everywhere, water is wasted |...Lu & OlSe JS 8 sbiall 408 (8 lian 223 08

The student, thus, seems to have rushed to theHascame to his mind on the basis
of the misleading similarity between the actual dvand the one he thought the text
referred to (waste/worse, state of affairs/govemineThis student is not the only
exception; many instances similar to these exampkegbe recorded in the papers handed
by the students making up our population. This magan that the solutions students strive
to give for the problems they encountered espgcthlbse pertaining to meaning were
trusted by them and as such went unnoticed.

Students overall, have good monitoring abilitiesres are found to be able to track
their own mistakes. However, this monitoring abiig found to be confined to detecting
general problems pertaining to micro level of as@lyuch as overall meaning and textual
structure. They were not, however, able to ache®leerence, to cope with style to produce
appropriate structures...etc. It may be concludedt thdents tend to rush to
generalizations about their aptitudes. In otherdspron the basis of few instances of
success, they tend to overlook their many instantéailure. This is rather a normal state
of affairs as mistakes made by students are ofri@gated nature and touch upon many

levels of language analysis that the students’ atemze may not have reached yet.

Question n° 6was: How often does your evaluation match with digiour teacher?
a-Alwayb-Often  c-Sometimes d-Rarely e-Never
To further assess the validity of students' answerguestions 2, 4 and 5 above

(related respectively to their evaluation of tr@mpetence in translation, their progress in
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translation and their ability to track their ownstaikes), this question particularly verifies
whether students’ self-evaluation is objective at, me., whether what they sense as an
ability to track their own mistakes or progresstloe feeling they have about their own
competence is stemming from tangible facts or fikusionary assumptions.

This question is a further assessment of studenetacognitive experience with
translation and a means to assess any kind ofegigocy students’ answers may reveal

about evaluation criteria of translation.

Always Often Sometimes Rarely INever students'appreciation of their self-
Total number of evaluation against that of their
the population 3 4 35 11 2 teacher

@ always

| often
O sometimes
Orarely

| never

Percentage 5% | 7% 64% 20% | 4%
Table23: Students’ evaluation of the match betwehgrir own evaluation and that of their teachers

The majority of students (64%) think that their le@éion sometimes matches with
that of their teacher. This means that they alsmetiones get marks they were not
expecting, which are an indication that there mayabproblem either in the teaching
methodology or students' personal attitudes towtreskill in question and towards their
learning especially if we take into account theis\aers to the previous question related to
their ability to track their own mistakes. In faotost students (48) said they were able to
track their own mistakes. However, if not mostloérh see their own evaluation to match
with that of their teachers, this means either thay are not satisfied with their teachers’
evaluation methods and by the same token theihtegenethodology as well, or they are
using an evaluation scale of their own, i.e. notohajective one. A subjective evaluation
underpins an inadequacy in metacognitive awareoess false impression of what one
actually knows and wants to achieve. In our caselents need to correctly gauge their
strengths and weaknesses to be able to monitor tteislation acquisition process.

Question 7 below aims to verify the validity of tegplanations we presently provided for
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the discrepancy there is between students’ actliation of their work and that of their
teachers. However, only students answered “ralyhever” were invited to answer this
question! The percentage of students who answheegdresent question as such is only 13
out of 55. We were expecting to have a higher pgage with either students who answer
“rarely” and “never” or “always” and “often”. Thenawers students gave were situated, as
most other questions, in the middle of the scaledéhts have reported to be average in
most aspects of the research question. Again itldvbave been more interesting if we

addressed this question to all students of our fjatipn without any distinction!

Question n°7 was: if your evaluation of your translation rar@y never matches
with that of your teacher, say why?

a-Teachers are subjective in their way of corrgctianslation.
b-I don't know what is expected from me to do weliranslation.
c-Teachers themselves do not agree on how theyateatlheir students' work.
d-I'm rarely or never convinced with the correctrondel offered by the teacher (this
model is either wrong or worse than your ovamstation)

e-Other... Please SPECITY.......ovii i

This question is directly related to the previoug @s it assesses the reasons beyond
student's finding a discrepancy between their ovaluation of their translation and that of
their teachers. Students who opt for “a” (teaclaeessubjective about the way they correct
students’ translation) would show their reluctatweooperate and negotiate an agreement
on how to proceed with one’s learning of this sk8tudents who opt for option “b” (I
don’t know what is expected from me to do well ranislation) would show their loss and
disorientation about what translation is and whwsdirt roles are. Option “c” (teachers
themselves do not agree on how they evaluate shailents’ work) would reveal absence
of objective criteria for students to rely upontlreir performance as they tend to do what

may please the teacher not what is required fra@mths future translators. As for option

“d” (I'm rarely or never convinced with the corremt model offered by the teacher (this
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model is either wrong or worse than your own tratish) would reveal the students’
inflated overconfidence and unawareness about th&m competence as no teacher,
whatever incompetent or subjective might he be,ldv@ver miss the chance to perceive
the competence or smartness of his “exceptional*talented” students! Option “e”,
however, offer students the possibility to suggbsir own justifications if none of the
options above reflects their real attitudes. Teexhieedback is very important to help
students learn better, but if this feedback istnadted, because distorted or exaggerated, it
cannot yield the desirable result. This is whatltean underscored by Pintrich (2002: 222)
with regards to teachers’ attempt to motivate tlstudents and raise their self-esteem,
when he said thatwe are not advocating that teachers try to boastisnts’ self-esteem (a
completely different construct from self-knowledgg)providing students with positive,
but false, inaccurate, and misleading feedback alloeir strengths and weaknesses. It is
much more important to have accurate perceptiond mlgments of one’s knowledge
base and expertise than to have inflated and inateuself-knowledde Following this
line of thought, teachers’ evaluation should besotiye, highly explicit and convincing for
students to help them set true objectives to atteim potential.

Students' answers to this question were:

No students' justification of their feeling a
A B C D E answer discrepancy between their own
translation and that of their teacher(first

T(;tta;]l number order justification) oa
(o) e
population 2 7 110 |2 1 wb

Oc

od

me
Percentage 15% | 54% | 8%| 0%| 15% | 8% 8o answer

Table24: Students' justification of their feelinigaodiscrepancy between their own translation drat bf
their teachers (first order justification)

Total number of students answering this questiairseen (13), which is the total
number of students who answered “never” or “rar@fythe previous question (related to
students’ estimation of the degree to which the&inglation match with that of teachers).

More than half the number of these students {.eut of 13) revealed their own loss and
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disorientation as they ticked “b” expressing theability to see what was expected from
them. Only two (02) students attributed their jiiusdition for the discrepancy they reported
to the subjectivity of their teachers. Actually,avtudents (02) provided other answers
than the one offered by the examiner. One of thaich & don't understand meanihgsic)
which may indicate that this student suffer a peablof comprehension in the source
language. The other student saidtryy to make my translation correct, but there amme
mistakes that | made usuadllgsic) although he answered “yes” to Q5 relatethm ability

to track one’s own mistakes. This student also ntgpa problem in his linguistic
competence, but this time in the target languages&ld as a response to Q6 related to
matching his evaluation to that of his teachan: English: sometimes or rarely when my
translation and that of my teacher similar becallsenot very good in this language, but
in French probably always(sic). The student apparently means to say laggumaistakes
are not easy to estimate especially when theremamy. In other words, mistakes in

language make any objective evaluation difficult.

A B C D E
Total number of the
population 0 0 0 1 1
Percentage 0% |[0% | 0% |8% | 8%

Students' justification of their feeling of a dispancy between their own translation and that efrth
teachers (second order justification)

One student (01) offered an answer other than ties proposed as options by the
examiner. He saidsémetimes | translate subjects that | don't likat'thwhy | don't know
to translate it because | love adding my impresdmithe text (sic). This student relates
this discrepancy to his own motivation. Howeveisitifficult to see the relation between
motivation and the discrepancy he reported. Probtile student understood the question
as being concerned with giving reasons for whydmaetimes obtained bad marks or fails

to satisfy either his expectation or that of hiscteer.

255



Chapter Five: Actual Investigation

A B C D E
Total number of the population 0 0 0 1 0

Percentage 0% |[0% |0% |8% | (0%
Students' justification of their feeling of a dispancy between their own translation and that efrth
teachers (third order justification)

One student (01) provided an answer other thammies proposed by the examiner.
He said, I' feel that I'm bad in translatidn This student relates this discrepancy to a kind
of a predisposition or talent as if translatorsasort of gifted people. His answer reveal a
kind of unawareness as he used the wdegling, which means he is not able to say
what's wrong exactly. These answers show theseestsdreluctance or inability to
contribute to their acquisition process.

Analysis of students’ answer to this question résjeaverall, that they are ready to
attribute this discrepancy they were asked to fjusti themselves especially those who
reported a problem in their linguistic competentlke fact that there are many students
who have chosen to offer answers other than thiergpproposed by the examiner is in
itself an indication that they are aware or conssiof the existence of the problems they
are facing as they have shown a will to report thisimg their own words.

To end this analysis, it seems judicious to gisamary of the scores obtained by

these students to check whether deficiency in rmgtaton is related to one’s

performance.

Student’s judgment of the discrepancy betweenr thelf-evaluation | Students’ scores
and that of Their teachers

Rarely 05/20
Rarely 06/20
Rarely 06/20
Rarely 07/20
Rarely 07/20
Rarely 08/20
Rarely 08.5/20
Rarely 09/20
Rarely 10/20
Rarely 10/20
Rarely 13/20
Never 05/20
Never 06/20

Table 25: A comparison between students’ scoredtaidjudgment ofhe discrepancy between their evaluation and th#ter teachers
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Obviously then, most students who said that thein @valuation of their renditions in
translation never or rarely matches with that ddititeachers obtained weak marks with the
exception of three students who got scores equabove the average. This may be an indication
again that low achievers are in a better positmrevaluate themselves and to tell about their
learning history, and by the same token seem tanbee aware about their performance path
overall. However, the majority are not able to sfanm this evaluation into a tangible and realistic
knowledge liable to help them bring improvementshteir performance. The answers offered by
some of these students above showed either a defjsedjectivity or superficiality in the facts

they reported.

Question n°8was: say whether these statements are true erdatording to you.

a- Translation is no more than a mastery of twglages T F

b- Translation problems are basically vocabulargson T F

c- Translation is a natural talent that cannotaogglht T F
d- After graduation, we are normally expected t@ble to translate all
types of texts without any difficulty T F
e- A good translation is the one that is basedmexact rendition of the
way something has been said in the SL T F

f- A translator is not free to bring about any nfmditions to the original
form of the source message. T F

In this question, six statements are given abautstation, which are all false. The
students should then say if they believe they ewe br false according to their own
understanding of what translation is and how ibide learnt. Students' reactions to these
statements would reveal the misconceptions thegt Bbbut translation and can explain
therefore the difficulty they encounter in theirucse of learning this skill. Kussmaul in
Colina (2003: 40) argues thath®e better informed the student translator is abthe
processes involved in translating and the moreheeknhows about translating, the greater

the degree of self-awareness. Once self-awaresedmsveloped, self-confidence follows as
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a natural consequenteln what follows students' answer to each statgnge shown in a

separate table.

Statement (a): Translation is not more than a mastg of languages

This statement is related to students’ assumptimecarning the nature of translation
and how it is acquired. In fact, translation canbetreduced to a simple mastery of two
languages as it needs sustained practice for atamsistudents to assimilate the process of
transfer and to develop a verbal competence th&esnthem able to decide on linguistic
combinations and semantic networks appropriate th@ context of use at hand. A
translator should also be able to decide on theogpite approach and choose the
adequate strategy when confronted with a typiealdiation task or translational problem.
Harris was among those who believed in a naturahstation competence that all
bilinguals are supposed to possess (Harris andwsber 1978). However, there is a
difference between bilingualism and language mgstgtingualism arises out of natural
contexts of use whereby the language is acquirddrally and put in use whenever
appropriate. Mastery of languages presupposestansgsc learning in artificial contexts
of use where the language is decompartmentalizeldlearnt as separate components.
This, in part, brings into the fore the major distion between “compound” and “co-
ordinate” bilinguals. A “compound bilingual”, acabng to Lambert (1978: 137-138),
“would be one who learned his two languages simetiasly (e.g., from infancy on) and
with interlocutors who used the two languages dguaften and interchangeably; the
compound bilingual would develop a common systemeaning subserving concepts in
both languagesAs for the “co-ordinate” bilingual, according t@ambert, he Would be
one who had distinctive acquisition settings focledanguage, distinctive as to time of

acquisition (the second language learned after nofg, socio-cultural context (one
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language at home, the other from outside, or usagngs. [This] would tend to make the
two language systems relatively independent ang thore functionally autonomdus
Thus, students learning languages develop two aepknguistic systems that they need to
coordinate between to achieve efficiency. This caty be possible through intensive
practice sustained by sound awareness about theofdhe translator in communication,
and his limitations in adopting whatever approach.

The majority of students (69%) answered this qoastiorrectly as most of them
considered this statement to be false, which icése.

Students' answers to statement (a)

No student's reaction to
True False | answer statement(a)
Statement (a) 13 38 4

D true
| false
O no answ er

Table26: Students’ reactions to statement (a)

24% 69% | 7%

However, not all students whose answer was coreddeorrect did well in the
translation test, and not all students, whose arsswere considered wrong, did not do

well in the test. The following table summarizessé results:

Marks of Students whose answer was Marks of Students whose Marks of Students who did
considered correct answer Was considered wrong not Answer
(The mark obtained x the number of students (The mark obtained x the number of | (The mark obtained x the number
who obtained this mark) students who obtained this mark) | of students who obtained this mark)
5X5 5X1 6
6 X4 6 X2 7
6.5X1 7X2 8
7X6 8 X3 14
7.5X4 10X 1 The mean=8.75/20
8X1 11X1
8.5X2 13X 2
9X1 14 X1
10X 4 The mean= 8/20
11X 1
11.5X1
12X 3
12.5X 2
13X1
135X1
145X1 Table27:Comparison of students’ marks in relation to threiactic
The mean= 8.57/20 to statement (a)

259



Chapter Five: Actual Investigation

This confirms results in question one related tongj one’s definition of translation.
Thus, a correct definition of translation does rgiarantee a good rendition in

performance.

Statement (b): Translation problems are vocabularyones.

This statement is related to students’ assumptasit translation problems. Novices are
often reported to think that translation is reduttethe process of finding the equivalent of
words. Translation students are often seen tomelgh often on the bilingual dictionary as
soon as they stumble at an uncommon word. They seeraglect the role of structure in
conveying meaning and the importance of contexddar up ambiguity and provide clues
to choose the right equivalent. In this respectithiyleyer (1946) in Roberts (1990: 75-76)
outlined the weaknesses of the bilingual dictionéoy translators working into their
second language. These weaknesses affect not lbalyger’'s selection of the target
equivalent, but also hicbmbination of the selected TL item with other elet® of the TL
context. Besides these weaknesses are of different tyfiest, there is the problem of
absence of the SL item (...). Second, there is thiglggn of absence of the TL equivalent
(...). Finally, there is the problem of inadequatenaatic and stylistic discrimination
between the various TL equivalents prop8sedhese weaknesses affecting the
combination of the selected TL item with other etes of TL context ihclude
inadequate morphological specification, inadequatetactic specification and inadequate
collocational specificatioh Obviously, then, translation problem cannot lmmfted to
vocabulary items as the translators’ task resideware than fetching for equivalents and
concerns a minute analysis of the context, thentrde of the author, the intended effect to
decide upon the multiple items a bilingual dictipnaffer or to work out the meaning that

the dictionary does not offer all together.
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True False
Statement b 22 33
40% 60%

students’ reaction to
statement (b)

otrue
m false

Table28: Students’ reaction to stagait(b)

Students’ reaction to this statement was againtigesas most of them (60%)

responded correctly and considered translation I@nad not to be simply restricted to

vocabulary ones, though the number of students aviswered this question correctly is

less significant than the number of those who mledia correct answer to the previous

question. This may indicate that this question igtie more difficult than the previous

one.

This time, students whose answer was consideragatodid better than students

whose answer was considered wrong as this tabéalev

Marks of Students Marks of Students whose answer
whose answer was Was considered wrong x Nbr
consideredcorrect x Nbr of studen| students who obtained that mark.
who obtained that mark

5X3 5X3

6 X4 6 X3

7X4 6.5 X1

7.5X2 7X5

8X3 75X2

8.5X2 8X2

9X1 10X 2

10X 3 125X1

11X2 13X 2

115X1 135X1

12X 3 The mean= 7.36/20

125X1

13X1

14 X 2

145X 1

The mean= 9.07/20

Table29: Comparison of students’ marks in relatiotheir reaction to statement (b)

These results might be an indication that the kedgté of the constrained role of

vocabulary in translation and the awareness ofetttended scope of translation getting

over the task of merely finding equivalents is #igant in monitoring one’s ability to
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translate appropriately. Moreover, the more issu@gerning translation get complicated

the more effect they would have on students’ réonlit

Statement (c): Translation is a natural talent thatcan’t be taught.

This statement is related to students’ assumptiabsut the teacheability of
translation. Some students are often seen to gradigeking any serious effort in learning
translation believing that it is a natural talentacsort of innate predisposition upon which
they miserably have no control. This belief or asgtion can only bring a hindrance to
their acquisition of this skill. In this respect,odry believes in an innate human
predisposition to translate which co-exists withingualism, but emphasizes all the same
that this rudimentary competence should be sustalme an interlingual or transfer
competence which comprisethé individual’'s ability to transfer texts equivatyy on
various levels according to a given purpose/aim with regard to sense, communicative
function(s); or deliberately violate postulates exjuivalence for a certain purpdsén
Lérsher, 2003: 84). Thus, even when a studentdewad with a natural predisposition to
use language effectively for communication purpptere is still much to learn about this
skill to forge, enforce and shape it for the sezwof the task in question.

Students’ reaction to this question was again gpate as the majority of them
(41%) reported that that statement was false, wimay be an indication that their

acquisition process is on the right track.

No
True False answer

Statement (C) | 12 41 2

students' reaction to
statement©

DOtrue
m false
Onoanswer

22% | 74% | 4%

Table30: Students’ reastto statement (c)
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One of the students who did not answer statemgniviote below, I' agree that
translation is a talent but we can do efforts tarteit even if | think that's a craft but with
making efforts at least we can translate even Ba@ic). This student probably believes
talent to mean distinction in performance and isancondition to practice translation. His
answer reveals his will to do what he can to aegthis skill. This response may be seen
as an indication that overall students’ answerghie question are highly reliable to
confirm their attitude to the issue questioned.

The results obtained show that there is nearlyifierdnce in performance between
those students whose answers were considered ttamdcthose whose answers were

considered wrong as the following table may reveal:

Marks of Students Marks of Students whose  Marks of Students who did
whose answer was answer was considered not answer
considered correct wrong

5X4 5X2 7X2

6 X6 6 X1

6.5X1 7X1

7X6 75X1

75X3 8X2

8 X3 10X1

85X2 11X1

9X1 12X1

10X 4 125X1

11X 1 135X1

115X1 The mean=8.79

12X 2

125X 1

13 X3

14 X2

145X1

The mean= 9/20

Table 31:Comparison of students’ marks in relationheir reaction to statement (c)

Again, one might conclude from the results showthim table above that believing
or not that translation is a natural talent hasfiect on one’s performance. After all, as
has pointed out by Neubert (2000:10),i$ not enough to know about translating, it has
be doné And this question is mainly concerned with sti$e declarative knowledge
which does not directly emanate from their pratteaerience representing their bulk of

procedural and conditional knowledge.
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Statement (d): After graduation, we are normally epected to be able to
translate all types of texts without any difficulty.

This statement is related to students ‘assumptab@ut the scope of translation
teaching. In fact, a number of students are fowneixpect their course to be thorough and
complete from the start to make them equipped wiice for all competence. This
assumption makes them stumble at obstacles andcergrétiem from acquiring the
necessary aptitudes to become self-regulated amdn@uous learners. Translation
students are expected to acquire the core commettogether with an appropriate
knowledge of what translation is exactly and wiud iare translators supposed to fulfill in
their societies and at the field of work. It isnoe way exhaustive and it cannot be, as
translation is a huge field of specialty that regsiia constant update of one’s information
and continuous learning and refining of one’s kremgle in all domains of knowledge and
in languages. Thus, the university or the trainimgitution provides students or trainees
with the necessary background knowledge that tleyeapected to bring continuously
further for the benefit of their own competence gmdfession. According to Bernadini
(2004: 20- 21), the educational priority of tramisla pedagogy is to develop students’
awareness, reflectiveness and resourcefulnesswBgeness, it is meant students’ critical
ability “to see language as a network of connected choicttet by the mould of culture
into which they are castBy reflectiveness, it is meant students’ capatib practice,
store and use more or less specific strategiespandedures involved in translatibnBy
resourcefulness, it is meant students’ abilitp ‘exploit finite resources indefinitely
(competencies and capacities) to cope with newusneckpected challenges and to acquire
new resources autonomously as the need dri&ggplipped as such, students are liable to

become autonomous and develop furthermore thelis dy themselves whenever they
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meet a novel challenging task. Translation by tblgen is a never ending process and

students should be aware of the new challengediag/#em.

True False
Statement(d) 24 31

students' reaction to
statement(d)

¢

O true

m false

44% | 56%

Table32:Students’ reaction to statement (d)

The results reveal that most students got this ansarrect and 55% answered false,
i.e., they believe that when they graduate themmetence in translation is not yet
complete.

As for the comparison of students’ answers withrtteeks they actually obtained in
the test, the results show that students whoseeassmere considered correct did better

than students whose answers were considered wsothgsaable may reveal:

Marks of Students Marks of Students
whose answer was whose answer
considered correct Was considered wrong
5X1 5X5

6 X6 6X1

6.5X1 7X8

75X3 75X1

7X1 8 X2

8X3 9X1

85X2 10X1

10X 4 11X1

11X1 125X 2

115X1 13X1

12X 3 135X1

13 X2 The mean=8/20
14 X2

145X1

The mean=9.19/20

Table33: Comparison of students’ marks in relatiotheir reaction to statement (d)

We might be inclined to believe here, once agamat tthis particular type of
knowledge can have an effect on students’ tramsigierformance. This may be explained

by the fact that students who believe that thaingfation competence is not yet perfect are
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more patient and perseverant, and can show masednd confidence in their aptitudes
and abilities which can only be manifested in thegise in coping with the difficulties of
the task at hand. The belief that once graduateelisonormally able to translate all types
of texts without any difficulties gives a hint ohe idea some students have about
translation difficulties. Thus, translation diffities are naturally at the core of translation
competence itself and there is no wrong in stungblirth problems from here and now
until one reaches a higher stage in his/her adansiprocess. Translators’ basic
knowledge is procedural and is meant to make tham aith time, to overcome recurrent

translational problems.

Statement (e): A good translation is one that is Ised on an exact rendition of
the way something has been said in the source larage

This statement is related to students’ assumptimutatranslation approaches. Still
some students are found to believe that a faittnfuislation is one that should obey not
only to meaning or to the author’s saying but datsthe way this meaning or saying was
formed. They sometimes respect the form of the aggss detriment to the message itself
and they are often found to be confused about whjgbroach to use and why. This
assumption can only hinder their process of dewetpa sound “transfer” competence

upon which the whole translation competence isdhase

True False | No answer students' reaction to
Statement(e) | 34 14 7 statement(e)

DOtrue
m false
0 no answer

Table34: Students’ reaction to statement (e)

62% | 25% | 13%
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Students’ reaction to this statement was not p@siis most (62%) agreed that
translation was about the exact rendition of thay womething has been said in the source
language. Thirteen percent (13%), however, didraspond to this statement. This may
mean that the question was not that easy for thent may suggest that they are not
decisive about this issue and they are skepticaltathe very foundation of such a
translation approach. Their hesitance to readbiodtatement may be interpreted, thus, as

a lack of knowledge concerning this aspect of ttodlem.

Marks of Students Marks of Students Marks of students who did
whose answer was whose answer Not answer x the number of
considered correct x the number|¥&fas considered wrong x thestudents who obtained that
students who obtained that mark |number of students whomark
obtained that mark
6 X2 5X6 6X2
7X3 6 X3 8X2
75X1 6.5 X1 10X 2
8X1 7X6 11X1
85X2 75X3 The mean=8.42/ 20
9X1 8X2
10X1 10X 2
12X1 11X1
135X1 115X1
145X1 125X 2
The mean= 8.89/20 12X2
13 X3
14 X2
The mean=8.63/20

Table35: Comparison of students’ marks in relatiotheir reaction to statement (e)

For this question, which was found to have rathegrbdifficult to answer easily as
some did not react to this question all togetherdents who answered correctly did not
differ in their performance in the test from whagkeo answered wrongly, as their marks
may reveal. This may be due to the fact that tsaesn question is still an unresolved
matter for most students. This is in compliancehwithat teachers may notice about the
behaviour of their students who are often repottedtick to the form of the source text

whatever their teacher may tell them about distanoneself from the linguistic mould of

the original text.
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Statement (f): A translator is not free to bring alobut any modifications to the
original form of the source text

This statement is related to students’ further mggions about translation
approaches as it seeks to uncover their reactioost dhe possibility of ever making any
modifications to the form of the text one is aimitogtranslate. Students again are often
seen to react reluctantly against any suggesticatén the form of the original message
even when this is the only way left to them to makeorrect rendition in the target
language. They tend to stick to the original forfntlee message to the extent that they
appear to have lost any control upon the task arfmbtled by the source text instead. This
assumption can only escalate their feeling of faigin and disorientation as they will lack
the appropriate awareness that helps them makeragyess in their process of acquiring

this skill.

True False No answer students' reaction to
Statement(f) 28 26 1 statement(f) @ true

m| false
O no

answ er

51% | 47% | 2%
Table36: Students’ reaction to statement (f)

To this statement again, a great number of stud@stsie., 51%) did not provide a
correct answer to this question as they believed they were not free to bring any
modifications to the form of the message. Howetle, number of students who failed to
provide a correct answer to this question is legsfecant than the number of the students
who failed to answer the previous statement relédetheir belief that translation was
concerned with the rendition of the way somethiag been said in the source language.
This may be due to the fact that the questionss &xplicit in the previous statement and
thus confused the students and made them hesitaeactt as the number of students who

did not answer this question may reveal (7students)
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Moreover, the same student who did not react terstant (c ) above, did not react to
this statement (f) as well and wrote below, "we nawmer say that we are able to translate

all types because of many reasons-always new wordls.need to learn even if we're

already graduated"” (sic).

Marks of Students Marks of Students Marks of students who did
whose answer was whose answer Not answer
considered correct Was considered wrong

5X3 5X3 8X1
6X1 6 X6

7X4 6.5X1

75X2 7X5

8X3 75X2

85X1 8X1

9X1 85X1

10X 2 10X 3

11X2 12X2

12X1 125X1

125X1 13 X2

115X1 14 X1

135X1 The mean= 8.12020

13X1

135X1

14 X1

145X1

The mean= 9.69/20

Table37: Comparison of students’ marks in relatiorntheir reaction to statement (f)

Students who provided correct answers did betear those who did not. Again this
guestion may be said to constitute an unresolv&gkigor translation students as most of
them are often reported to not dare going asti@y fa given linguistic form the author of
the original text may opt to use. In this respécts judicious to refer to Daniel Gile’s
teaching approach to make students aware of th@mete possibility to get free from the
source text form. Gile divided his students intootgroups, one group stayed in the
classroom while the other waited outside. He shothiede inside a picture in which a car
was running in the highway and coming across a gdal on which is inscribed the
expression “Paris 50 Km”. He asked the studentgrii@ as many sentences as they can to
express what they have seen on the picture. Tliestisl suggested as many sentences as

they could, such as “50km and we reach Paris”, 50k left to reach Paris”, “Paris is at
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50km from here”. All these sentences were writtarttee board before the teacher ordered
the students outside to come in. Once in, the stadeho just joined the class were asked
to translate the sentences written on the boaadtidir mother tongue. The students came
up with as many translations as the number of tiginal sentences they were asked to
translate from. Through this exercise, the teaelRkptained that the many sentences written
on the board represent one reality that the picthimved. This is similar to one’s way of
expression. Thus, we cannot avoid express the saatiey differently whatever effort we
may exert to reach an agreement. So, why shouldnalator force himself to do what is
undoable?

Results obtained from this question in terms oflsfs’ reactions to a number of
statements about translation skill and its acqarsishow overall that students have quite
good knowledge of many aspects pertaining to tediosi as the majority answered all
questions correctly. Yet, these results got ledsnaitive the more complicated the
questions turned to be. In other words, the magggtrestions got complicated or involving
more complicated issues, the more students stundilétiese questions and provided
wrong answers. Besides, this knowledge studentsemealed to have about translation
seems to have a positive effect on their resultbentranslation test. However, knowledge
pertaining to students’ procedural competencevsaked to be more significant in having
a direct effect on their rendition. That is, studeequipped with this type of knowledge
appear to have a better performance in translation.

In what follows is a general sketch of the studamisponses to the above statements

as a whole.
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True False No answer

Statement A 24% 69% 7%
Statement B 40% 60% 0%
Statement C 22% 74% 4%
Statement D 44% 56% 0%
Statement E 62% 25% 13%
Statement F 51% 47% 2%

Total 41% 55% 4%

Table38: Students’ reacttorall statements as a whole

As we can see, most of the time the majority oflehts recognized the faultiness of

the statements proposed to them, except for statsnkeand F which are directly related

to one’s approach to translation.
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PART THREE: PART TWO OF THE QUESTIONNAIRE:

This part of the questionnaire deals with studeetstions to the test they have been
undertaking. It consists of a total of twelve (fRestions and assesses students' difficulties
with the text and the strategies they adopted ey tiften adopt, their evaluation of their
own translation and their cognitive process as riggheir strategies and endeavors in
detecting and solving problems and as regards tétintion capacity in terms of words or
chunks of discourse retained. Students’ cognitive metacognitive profile is expected to
be explicitly revealed in this part of the questiame as it relies mostly on the students’
actual reaction to a real translation task andhisstfar from being based on merely

speculative assumptions.

Question n°1 wasHow many times have you been reading the tex2?3 >

This question aims to give an idea about the stislantual reaction in terms of the
attention they gave to the text and the time thigtted for its processing. It is very
important that one gains a full understanding eftmaterial in question especially when it
is a matter of a short text as this one. An exaagdr effort, however, would reveal
students’ difficulty with the task and probably itheveakness as regards translation
competence. It may also indicate the processing timy devoted for the problems they
encountered. In fact, there is no better indicabbstudents stumbling with translational
problems than the time they allot for the procegaifhus, Lorcher (1991:80) believes that
“a translation problem is considered to occur whesubject realizes that at a given point
in time s/he is unable to transfer adequately are®danguage segment into the target
language segment”This is partly revealed, as has been explainatieeaby time

consumption during the activity overall. The exaeninoted that most students spent one
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hour and a half in their translation. This is iseif an indication that the task incited them
to give it time and attention. The number of regdoan give a further hint of their
processes and a further indication of the existefi@eproblem nexus, which, according to
Angelone and Shreve (2011: 109), ik’ confluence of a given textual property andlleve
(lexis, term, collocation, phrase, syntax, sentemsacro-level feature, and some sort of
deficit in cognitive resources: a lack in the dealave or procedural knowledge the
translator possessésA small number of times, however, would indicaséudents’
recklessness and superficial processing in thelatian task especially when the result is
weighed up against their actual performance.

Students' answers to this question were:

More No Other
Number of readings Once | Twice| thrice | than 3 Answer | answer once
number of times the students have been
reading the text Biwice
Total number of
the population 8 28 9 8 1 1 e
0 more thar
3
an
answer
oother
answer
Percentage 14% | 51% | 16% | 15% | 2% 2%

Table39: Number of times the students have besding the text

One (01) of the students did not circle any of dpdons offered and wrote instead
"none". Two (02) students circled "more" but wrogt to it "1hour".

All'in all, it may be deduced that the studentsegamough attention to the text they
have been asked to translate as the majority (8&)l ithe text twice or thrice. The
following table shows the relation between studetitses of reading and their actual

performance in terms of marks obtained:
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Most of the students who did well in the translatiest (obtained good marks that
are above the average) are situated among thosesaitichey read the text twice. 13
students out of 28 making up of the total of stusl@vho reported having been reading the
text twice obtained marks above the average. Bverstudent who obtained the best mark
among them all belongs to this last category. Doies with the prediction we set above
that students who spend too much time reading ékedre not those who generally do
better but on the contrary they are usually thoselifig more difficulties in their
translation. An exaggerated rate of reading probgbes against an expectation of a good
rendition. An insufficient rate of reading, howeyveray denote a careless attitude towards
the task itself. The majority of students makingfapthis population are situated in the
middle, a result which is in compliance with theyous answers whereby students were

often shown to be average. This may suggest thet thd not find much difficulty

Table40:Number of reading compared against students’ marks

Number | Mark The mean Number of| Mark The mean
of Obtained X Readings | Obtained x the
readings | The number of times$ number of times th
this mark is obtained mark is obtained
Once 5X2 Three times 5X2
Once 6X2 Three times 7X2
Once 7X1 7.06/20 Three times 75X2 7.77/20
Once 8X2 Three times 10X 2
Once 11.5X1 Three times 11 X1
Twice 5X1 > than three timgs7 X 1
Twice 6 X5 > than three timg8.5 X 1
Twice 6.5X1 > than three time8 X 1 9.43/20
Twice 7X3 >than three timgs 10 X 4
Twice 75X2 >than three timgs 11 X1
Twice 8X3 None 75X1 /
Twice 11X1 9.58/20 N o answer 7X1 /
Twice 12X 3
Twice 125X 2
Twice 13 X3
Twice 135X1
Twice 14 X2
Twice 145X1

necessitating pausing longer on various text frager better processing.
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Question n°2 waswas there any word you could not understand witkioelhelp
of the bilingual dictionary? a- Yes b-No

The aim of this question again is to gauge studemtsial problems with the text
they have been given to translate and to assegsnibaitoring capacity in terms of their
ability or inability to overcome problems pertaigito meaning in their translation. The
text overall is easy to comprehend and to processnally without the help of the
dictionary. Students who believe in the overwhepmauthority of a bilingual dictionary
would feel handicapped and unable to deduce theimgaf words they met for the first
time and would not probably feel sure of their riénd.

Students' answers to this question were:

Yes No
Total number percentage of students’
of the population 50 5 finding some words
difficult without the help
of the bilingual dictionary
O yes
B no
Percentage 91% 9%

Table 41: Students finding difficulty with some @without the help of the dictionar

Students’ answers to this question reveal thantbprity (91%) felt the need for a
dictionary in their translation. Just five studendported having been able to do without
the help of the dictionary. This difficulty theyemduring their task should at least make
them more alert in terms of attention and concéptrtawhen processing the text in
question. Those who said they did not need the bélphe bilingual dictionary (05
students) did not obtain good marks overall as tmtyof them reached the average. Their
marks were as follows: 5/20, 6.5/20, 7/20, 10/Z02Q. When examining their translation,
it was found that they did actually fail to rendbe meaning of some words, and despite

that what they produced as a translation looks awéiythey do not seem to realize that.

275



Chapter Five: Actual Investigation

For example, one student who actually obtained,528duced the following translation:

The original sentence Student’s translation
There is an increasing awareness that qup 2ssall Ul giie jlbaa ol gla )l o
Freshwater resources are limited and .Ae sl 54w Lalill e o) g dase dalall
need to be protected both in terms of
guantity and quality.

As the above table may reveal, the student renderfegshwater » with'ils sis"
(our products), which is totally wrong and the s&ige overall carry no meaning in itself.
He also considered the verb “need” to be a nourrapply believing that “be protecting”
is the main verb of the sentence as he renderaglditsll". This student evaluated the
translation he submitted to be average (Q9 belbloyvever, he said there were problems
he was not sure he overcame when asked to jussifgdn satisfaction with his rendition
(Q10 below). Clearly, this student’s monitoring aety is very low. A confirmation of
this state of affairs comes from his answer to Qiénwvasked to explain how he solved the
problem as he said he asked the teacher for Hefpgtiudent did not report any translation
problem in Q5; he probably meant to tell aboutd@meral attitudes to translation problems
encountered during classroom assignments).

Another example taken from the translation of aap#itudent is the following:

The original sentence Student’s translation

Almost everywhere, water is wastathd | & o) o Ley 85 e O&e IS 3 elall Llle ans
As long as people are not facing wates cls el sl (i o sia s agh Lol 5,0 ) seal 5
scarcity, they believe access to water is an S
obvious and natural thing.

This student rendered « wasted » hy2 ¢ » (impure), which is wrong and does
not carry any sense in this particular contextsd.iHowever, the student does not seem to
have noticed his mistake as he did not report aystoblem when he was asked to do so in
Q( below. This student obtained 7/20 in the test.
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Still another example, this time taken from thenstation of the student who

obtained 6.5/20, is the following:

The original sentence Student’s translation

There is an increasing awaren#sat our lalie jobae of e Jeall plai) dlla
Freshwater resources are limited and nedoe| s s s e lea ) ZUs3 553 53a0 A0al)
protected both in termsf quantity and quality. Ao sl Al dlallaiae

This student failed to render the meaning of twadsor expressions « awareness »
and «in terms» which he translated respectivelyas!” (ignorance) and &iallaas”
(terminology). The sentence he produced does nkéeraay logic. This student reported to
have met a problem in structure instead (questidseldw), but could not evaluate his
rendition as he answered “I don’t know” to questbhelow related to his own impression
of the translation he produced.

However, the two students who obtained 10/20 ditl faib to render vocabulary
items as their translations may reveal. Their gotd were mainly centered on structure
and verbal intelligence (to find the appropriaterdgothat fit the context of use and the
textual structure of the discourse overall).

The number of students who answered “No” to thigstjon (that is those who
reported that there were no words they could natetstand without the help of the
dictionary) is too limited (05 students) to reaemdible results. Yet, we may still be
inclined to conclude that low achievers are noeadbltell what went wrong with them or
to specify the learning problems they suffer frobhe students whose translations were
discussed above do not seem to know that the wbeysrendered were not correct as they
attested not feeling the need for a bilingual dicéiry. We have seen before (part one of
the questionnaire) that low achievers were bettetanognitively aware than average
students to tell about their abilities or inabég#i However, this metacognitive knowledge
is insufficient and superficial in nature as thetelents tend to be unaware of the nature of

their ignorance and cannot tell what went wrondnlitem exactly.
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This question could have yielded better resultfoimulated differently. Students
seem to have understood the question as being ro@utevith their feeling or not for a
need of a dictionary to check the translations theyposed. In fact, students were not
allowed to use the dictionary while taking thistt@hus, even students who obtained good
marks reported finding difficulties they could novercome without the help of the
dictionary although they produced correct trangtatiand their rendition does not suggest
they could not overcome any vocabulary problem!

Related to question n°2 is the followsup-question:
-How many words? 1 2 3 > |don'trerbem...

Students' answers to this question were:

Number of One | Two Three More Idon't | No ber of words student

Words word | words | words | than3 | know | Answer h”“m ferodvgffrf.slsu.ins

Total number e help of the dictonaty

of the population | 2 11 12 11 12 2 P D):,ne word
B two words
O three words
O more than 3
B | don'tknow
O no answer

Percentage 4% | 22% | 24% | 22% | 24% | 4%

Table 42: Number of worddstots stumbled at during their translation

Some of the students circled ">" but added belog ribmber of words they think
they remember have found difficult without the hepthe dictionary. These numbers
varied between 3 and 8. Some of the students atezhtbe words they could not translate
without the help of the dictionary next to the nianthey specified.

Strangely enough, 12 reported not knowing how maewyds they stumbled at
although they were offered the option “more” toktim case the number of words is
significant to be remembered. However, “I don't wnbwas offered as an option to tick,
and students may be said to have preferred tothicsk option as it is more liable to
represent their situation in not giving much attamto the amount of difficulty they were
facing. This reaction shows the students’ cognipvecess while translating. A translator,

in control of the task in question, should be abl&now what problems he is facing, and
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what type of problems are they and what routesitof to overcome them and he is able
by the same token to judge his success and farures endeavour.

However, the majority of the students (36 out of ®hich represent the percentage
of students who gave a precision or indicationh& humber of words they stumbled at
may be said to have an awareness of their cogrnitiveess and to be in control of what
they do while translating. Students who answeredidih’'t know”, and they were 12,
obtained marks below the average overall. Howes@mne did well in the test, which may

mean that even good achievers may lose threacofdtocessing while translating.

Question n°3was: Is the bilingual dictionary always enoughdach a good

translation? a- Yes b-No

This question aims to evaluate students’ actuatagmh when meeting vocabulary
problems. Although the question is stated in gdrterens and targets students’ attitude to
whatever translation situation, it also gaugesrtrezction in relation with the present test.
When meeting real problems, students should betalday if the bilingual dictionary may
be of a rescue or there are other means (textatextual and paralinguistic) that can help
them uncover the difficult or ambiguous meaningsaléo gauges the assumptions they
hold about translation activity and translationlpemns. Their answers to this question may
reveal the kind of process they engage in whilesleting and the level at which they tend
to focus their attention to (word, sentence, ocalisse levels, etc)

Students' answers to this question were:

Yes No percentage of students
finding the dictionary
enough to reach a good
translation

Total number of the population 4 51

o yes
‘ @ no
Percentage 7% | 93%

Table 43: Students thinking or not the dictionaenough o reach a good translation
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The great majority of students (93%) answered “atésting thus that the bilingual
dictionary is not enough to solve vocabulary proide This may be an indication that they
have a good awareness about the particularitieadbulary problems in translation and
the limited role of the bilingual dictionary in thirespect. It remains to check if this
knowledge is really put into practice. In other d&rdo students manage to solve the
vocabulary problems they meet without the helghefdictionary?

The students whose translations were analyzed alfthwe previous question)
answered “No” to this question related to theiridfebf the utility or limitation of a
bilingual dictionary in translation. They were falto have wronged in some vocabulary
items and produced illogical sentences without dp@iware of that. However, they gave
good justifications for why the bilingual dictioryawvas not enough. One of them saithe"
translation doesn’t depend on words and the trateslanust understand the meaning of
the text and doesn’t focus much more about the svidsglf because with this way may
reach to incorrect translation(sic). The poor language production this answewy rshow
is an obvious explanation for why this student wasable to know that he did not succeed
in translating some vocabulary items. Thus, if @etruggling hard with language at the
most elementary level, it is most natural that llervat be in a position to know what went
wrong on a more advanced level. Metacognition, @s leen explained many times, is
higher order cognition and a meta-level awarenleasis not likely to be manifested and
exploited positively in the performance of low amlers, especially as regards its
regulatory component.

Overall, students may be said to possess adeqealarative knowledge about the
limitation of a bilingual dictionary in translatipbut are not able to put this knowledge in
the service of the task they undertake. In othedsjathey know that a dictionary may not

suffice, but are not able to disentangle the mepofrwords and expressions they stumble
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at in their translation. This may suggest that etisi procedural knowledge is not
activated unless their declarative knowledge istasmsd by a good command of the

languages in question especially the encoding one.

Question n°4was: if your answer has been "No" in the previqusstion, what else
do you think a translator might need? (That is wklae does a translator need
beyond a bilingual dictionary?)

This question aims to assess the students’ awareaatmsut the limitations of a
bilingual dictionary and the requirement of a gdmghslation skill. Their answers would
give hints about their acquisition process andrtlegrning philosophy pertaining to this
skill.

Students' answers to this question reveal thathibeg correct assumptions about the
limitations of a bilingual dictionary and of whas heeded to reach an adequate and
acceptable translation. The majority of studenlisofathem except two) gave correct and
plausible answers to this question. Probably, W éxceptions noted concern these two
answers:

1-"a translator might need a lot of talent. For examphe might have a good
dictionary of meaning in his mihd

2-"the translator must need his own culture

The first student may be said to have assumedtthaslation is basically about
vocabulary. Besides, he seems to consider thatbwey acquisition to be a matter of
talent! He also seems to be totally lost in traimstaand does not even know what is
required from him to acquire this skill. This statlscored 6.5/20 in the translation test and
defined translation in the first question of theestionnaire as beinga"science, it is the

transport of words from a language to another vk#ieping the meanifigsic). Obviously,
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his definition of translation is wrong and does seem to be of any help for him to go
further.

This conclusion is furthermore sustained by hiep#mswers in the other questions.
For example, he said that his evaluation of his translation rarely matches with that of
his teacher (Q6/part 1), and as a justificationtfos state of affairs he said he did not
know what was expected from him to do well in tfatisn (Q7/partl). As for his
strategies to overcome vocabulary problems (Q&pahe said he either omit the word
from his translation or leave a blank for it. Heedanot even know if he did well in the
translation test (Q9/part2). However, he could iderhis problem in the test to be with
structure as shown in his answer to Q5/part2, anavas able to know that he did not
succeed in solving the problem (Q6/part2). Thia ear indication that this student need
to be guided and assisted in his process of aoguihis skill.

As for the second student, who said that the taamsimight need the knowledge of
culture besides the bilingual dictionary, he scd8&D in the translation test and defined
translation in (Q1/partl) as being Very large domain which includes many things the
knowledge of the two languages and culturghis definition is as general as was his
answer to the present question. In fact, it isgastain that this student does not know the
answer for this question as his answers to othestiquns were rather logical and in
compliance with one another. For example, he saidranslation was average and it was
actually. He said he was able to track his own akist and he appears to be able to do so
according to the translation he handed. Apparettilg, student needs to be guided in this
respect and shown exactly why a dictionary is synapivorking tool that has its limitations
in comparison to the translator's sound decisiamd sharp analysis of the text and his

translation process.
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The rest of the students (those who gave plaugibtéications for why the bilingual
dictionary was not enough to reach a good tramsijtithey gave answers which were
mainly centered around the problems of synonymwtecd, style, cultural connotation,
grammar-based meaning, discourse type, paralldk,tdhe meaning intended by the
author....etc. Among these answers, the following wiad as typical examples:

-“he might need logical thinking, a specific langeaaccess to context to make a
better choice for the words (restricted vocabulafsic)

- “because sometimes we don’t find the meaning hed tvord which we are
researching in our language or to another lang(@ifferentiation of the culture). Also the
word can have a lot of meanings” (sic)

- “translators need to know the grammar of English”

- “translation doesn't depend on words but on megarand the translator must
understand the meaning of the text and doesn'tsfocuch on words themselves which
may lead to incorrect meaning"

For full details of all justifications provided bstudents about why the bilingual
dictionary is not enough to reach a good transtatd appendix VI.

As for those who answered “yes” (that is they badi¢hat the bilingual dictionary
was enough to reach a good translation” and the yust four (04), their translation in
the test reveal some mistakes pertaining to tmability to work out the meaning from

context such as the following examples may reveal:
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Original sentences Students’ translations

1- With the current ossé e -
state of affairscorrection measures stjlkule) )2 ¥ msaai (8 diaall 4 gl
can be taken to avoid the crisis to |b& s Al 43 cuadl 33y 3
worsening. Je s

2- Almost everywhere] Ll ¢l -
water is wasted, and as long as people Laga 5 ¢y elall ¢y 63
are not facing water scarcity, they of o sl ags) coluall 3,35 Gulill deal 50 pac
believe access to water is an obviQus b s b 5l e ob elall ) J goa ol
and natural thing.

3- Whatever the use| ¢S Lage -
of freshwater (agriculture, industry A0al) olall Jleatind
domestic use), huge savirf water | &Y (Al @Y¥leainy) deliall del ) )
and improving of water management s sball s i aladin) LES a5 ol
is possible. (San glea

All in all students making out for our populatiorf study seem to have fair
knowledge about the limitations of the bilinguattthnary as their answers may reveal
(the majority answered “Yes” to this question). Shawareness, however, is of a
declarative nature as students’ productions redealey were unable to work out meaning
logically from the context. The justifications mastthem gave of what else a translator
might need beyond the bilingual dictionary uncoaesuperficial knowledge that cannot be
activated in regulating one’s activity. This knodde is probably what they have been told
to do theoretically speaking; the sort of knowledgeare inculcated without being guided
of how to use it! Another major handicap to thawetton of this knowledge, as has been
pointed at earlier, is their poor command of thegleages involved. Thus, students may
know they need logical meaning and grammar to decipneaning, but remain actually
unable to put this knowledge into practice as tkiegw their knowledge about grammar
and mechanics of language is poor. They probabdy better equipped in another
linguistic combination (Arabic/ French, for exampknd by this token it is more likely
that their declarative knowledge about this issag bre activated in this respect and put in

the service of their translation process.
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Question n°5was Give an example of a problem you encounterecury
translationof the text "Water crisis"
E.g....... | don't remember....

This question aims to assess students ‘actuatyatwlidiagnose their own problems
and to highlight them. Being able to tell what preblem is may be an indication that the
student is likely to achieve his goal and to follstkategies to reach a solution. Students’
answers to this question would give us an ideehefgroblem they actually met in their
translation and would allow us to assess theitegjfas in overcoming such a problem. A
translation problem, it should be emphasized, islmoited to vocabulary as has been
pointed out before. This question is an occasioasgess students’ knowledge about the
nature of translational problems as well. Moreoveiydents’ not remembering the
problems they met may serve as an indication tiegt have gone recklessly in doing their
translation and shows the weakness of their cagnfirocessing as regards the translation

task.

Students' answers to this question were:

students
L. I 't percentage of students
recognizing a can having actually repoted a
problem Remember | No answer translation problem
Total @ students who
number reported a
of the =] F{:%?!%Temeber
population 38 16 1
O no answer
Percentage 69% 29% 2%

Table 44: Students reporting a problem in theimskation

A significant percentage of students (69%) repoftaging met problems in their
translation, which is in compliance with their ré@mhs. Thus, most students stumbled at
many difficulties in the text, some pertaining tocabulary, some to structure, some to
meaning....etc as their translations may reveal andshown in the many examples
provided. However, 16 students (29%) revealed thdynot remember! Students may be

said to be hesitant in asserting that the probldrag met deserve to be referred to as
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problems as probably they succeeded to solve tl@mprobably they have taken the
option to mean they did not remember the solutithveyy adopted for every particular
problem they met. This percentage is alarming falkken to mean that they actually were
totally unconscious about their difficulties whendertaking their translation and they
were not striving enough to find solutions to owene problems in their task. More
evidence about this state of affair is likely to bevealed in their answers to the
forthcoming questions.

Question n°6was: Did you succeed to solve it?

a- Yes b-No

Thus, this question attempts to further asses®stadmonitoring capacity in terms
of judgment of their ability or inability at solwnthe problems are likely to have
encountered in their translation. Students shooltnally be in a position to tell whether
or not they have succeeded to solve a problemey trave really been monitoring their
process of translation. This ability would showittevareness as regards the process and
as regards their role in accomplishing the task.

Students’ answers to this question were:

Yes No No answer percentage of students
Total number having succeeded to solve
of the population 29 21 5 the problem

oyes

= no

0O no answer
Percentage 53% | 38% | 9%

Table 45: Students who have been successful imgdhe translation problem

29 students reported having succeeded to solvprti@em against 21 students who
reported having failed to do so. Although the numtifestudents who succeeded to solve
the problems is more important, the number of theke said they failed to do so is
significant as well. This may make us inclined mwnclude that the regulatory ability
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students of our population of study are endowed st just average. The number of
students who did not answer this question (05 stisjlés a further indication that the issue
at hand is more complicated and requires more gu&lan the part of teachers especially
that the question was simply a matter of respondirtig “Yes” or “No”.

Now let us compare the results obtained by those séid they succeeded to solve
the problem with the results of those they saig tiid not, and compare as well their self-
evaluation of their performance in the test to gethere is any match or discrepancy

between them.

Marks obtained Their self- Marks obtained Their Marks obtained | Their self-
by students who evaluation by students self-evaluation | students who Evaluation
said they succeeded| In the who said they in the Did not answer In the

to solve translation test | failed to solve translation test | The question Translation
the problems(s) the problem(s) Test

5 | don't know 5 Average 6 | don’t know
5 Average 5 Bad 6 Average
5 Average 5 Average 7.5 Average
6 Average 6 Average 10 I don’t know
7 | don’t know 6 Average 115 No answer
7 Good 6 Average

7 | don’t know 6 Average

7 Average 6.5 | don’t know

7 Good 7 | don’t know

7 Good 7 Average

7 Good 7.5 Average

7.5 Good 8 Average

7.5 | don't know |[8.5 Average

8 Good 9 | don’t know

8 Average 10 | don’t know

8 Average 10 Average

8 Average 10 I don’t know

8.5 Average 11 Average

10 Average 125 Good

11 Average 14 Good

12 Average 14 Average

12 Average percentage of discrepancy=19%

12 Average

12.5 Good

13 Average

13 Good

13 Average

135 Good

14.5 Average

percentage of discrepancy= 41%
Table 46: Students’ finding or not solutions to tldranslation problems compared to their self-
evaluation of their own renditions

As can be seen, students who said they succeedeadltsolutions to the problems

they stumbled at in their translation were moreljkto give a correct evaluation of their
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renditions than the students who reported havilgddo do so. In fact, there is 41%, i.e.,
twelve (12) out of a total of twenty nine (29) pos correlations between the mark
obtained and the evaluation suggested among tregyargt of students who said they
succeeded to solve the problems, against 19%fawe. (4) student out of a total of twenty
one (21) representing positive correlations amdregdategory of students who said they
failed to solve the problems they met. This matially suggest that students who are able
to solve the translational problems they encousutermore aware about their aptitudes and
potential than those who are not in a positionwercome the obstacles they stand in their
way. In fact, students who manage to find solutintheir translational problems may be
said to have exercised much effort and gave marentaan to the task they were
undertaking to the extent that their translatioacpss was brought before their eyes and
their awareness was at its peak. Naturally, stsdehb fail to bring solutions to whatever
problems they stumble at may be said to eithereg&lessly about doing their translation
or to be unaware of what is required from themhi® éxtent that they are unable to tell
what went wrong and what went right. They are s&erbe totally ignorant of the
translation process and of its requirement. In, facist students who answered “No” in the
previous question (Give an example of a problem gonoountered in your translation)
ticked “No” in the present question as well (i.they did not succeed to solve the
problem). In other words, not being able to solvg@wen translational problem may be in
itself an indication that the student was not ddiis best and was not bringing his process
under conscious control.

Overall, students’ answers to this question reteal their procedural knowledge is
less developed than their declarative knowledgeisTthey are less able to tell about their
capacity at regulating their process than theyaarelling about the knowledge they have

about translation and its requirement and whiclsdus involve any action. Furthermore,
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students who are able to tell about their regutatice more likely to monitor their process

and tell about their success. In other words, they better equipped to evaluate

themselves.

Question n°7was: How did you solve it?................... dan't remember....

The aim of this question is to assess student$ityatm use appropriate strategies to
different types of problems they encounter. Knogkedf strategies makes part of the
overall metacognitive knowledge the student may emelowed with. However, this
knowledge is not enough if not sustained by knoggedf why and when to use a given
strategy and not another. In this respect, Pm{{200: 221) says:

As students develop their knowledge of differemirieng and thinking
strategies and their use, this knowledge refldots“wvhat” and “how”

of the different strategies. However, this knowkeagay not be enough
for expertise in learning. Students must also dgvalome knowledge

about the “when” and “why” of using these strategagpropriately

Besides, students who cannot remember the stratéggy employed to overcome
the problem may be said to be unaware of the psotesy went through and require
guidance and advice on what to do, how and whexplained in the above quotation.

Students' answers to this question were:

Students who . students’ reaction to the the
aCtua”y I don't No question of how they did
answered Know Answer answer the question
Total number_ @ students who
of the pOpUlathn 24 3 2 actually answered
@ | don't know
0O no answer
Percentage 83% 10% 7%

Table 47: Students’ reaction to the question of tlwsy did solve the problem
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Total number of the population answering this goesis 29, which is the number of
students who answered "yes" in the previous quesgo, the number of students who said
they succeeded to solve the problem.

We first note that only three (03) students ansdiélledon't remember" to this
question. Forgetting the way one has actually sblaeproblem may suggest that the
person did not do his best which may be consideaezlear indication of his weakness in
self-regulating his capacity having to do with noeignitive awareness of the student
undertaking the test. This metacognitive abilitgcading to Anderson (2008; ? )of*
deciding when to use particular strategies indisateat the learner is thinking and making
conscious decisions about the learning protelsss clear that when we are aware of the
activity we are undertaking, we ask ourselves golestto see if we are actually in control
of the situation, we detect problems and look Fairt solutions that we try sequentially to
test their validity. The end product is then anligbio report what went wrong and how
exactly we did to get it right.

The two (02) students who did not answer this qoesdre not in a better position
than the three (03) students who said, "I don'terairer”. Their metacognitive awareness,
too, might be questioned. Not answering a questiag indicate that they actually find it
hard to recall exactly what they have really dofls is similar to the tip of the tongue
phenomenon where a person is aware that he knometsmg- in our case he did
something- but is unable to reproduce it or re&ig\from memory.

The twenty four (24) students who answered thistjoie and reported the strategies
they adopted to solve the problems they encountsugmjested overall the following
strategies in their order of frequency:

- Deducing meaning from context

- Reformulating or restructuring the source sentence
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- Rereading the text many times until grasping thamey

- Using the dictionary

- Asking for help

Some of the students did not give precise desoriptof what they actually did but
offered instead the exact solution to the actuablem they said they encountered. For
example, a student wrote as an answer for the rgsestion,

“olall ol sl Y )8V to suggest the solution he found for the problém
reported having met in question five (« peoplerfg@carcity »).

Overall, the students were found to have a batieseful strategies they said they
have employed although this battery need to beclesdli and extended to overcome more
complex issues. The two last strategies enumerdioede were reported by a minority of
students. The majority, however, opted for the tsategy reported above. To have a full

details of the answers proposed by students wipere to this question, c.f., appendix 4.

Question n°8 waswhat do you usually do when you do not succeddhttslate a
Word or an expression?

a-l find a way to omit it from my translation

b- I leave a blank for it

c- | paraphrase it in the source language to fatgliits transfer

in the target language.

d- I immediately ask for help

e-Other Please specify.............

The aim of this question is to assess studentgegies of overcoming translational
problems in general to see if the battery of sgiate suggested above are limited to what
they have actually suggested or is liable to bereed when confronted with different
types of problems probably not covered by the priesext. Detecting problems is one
level of metacognitive regulation, bringing a sa@uatto this problem is another level. In

fact, Nelson and Narens (1990), distinguished betmeognitive monitoring and cognitive
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control. The former refers to bottom-up processashsas error detection, source

monitoring in memory retrieval, whereas the latteflers to top-down processes such as
conflicts resolution, error correction, inhibitocgntrol, planning, resource allocation, etc.

In our case, the stage whereby students recogméze aire problems they encountered in
their translation represents the cognitive momitgpriNormally at this stage, a perseverant
and alert student should grow conscious of the rteedeek remedy and control the

situation. The harder he tries with the problerhaaid, the better he will be to describe his
strategies, we would be inclined to believe.

Of course, problems of translation are not regtddb vocabulary items, but this is
the simplest and most apparent and common problaong all translators especially
translation learners. Students who are metacoghjtaware should at least avoid rushing
to seek help from the others and would not benedito leave a blank for the word they
could not find. Students who choose, for examplepdraphrase the lexical item in the
source language are actually using a strategythiegt are aware of its effect and utility.
Thus, a complex structure in the ST is modified amdplified in more explicit words
before it is transferred to the TT. This kind oforenulation would enable students to
explore the syntactic and lexical possibilitiestbé ST and TT. According to Hewson
(1993/180),

la reformulation comporte, bien entendu, un travair les axes

paradigmatiques et syntagmatiques qui génére desrgs lexicales

et syntactigues a l'intérieur de la LC1[langue deltare 1]; ce

travail permet non seulement de développer sesmayexpression,

mais aussi de relativiser un texte de départ (TiQjeemieux cerner sa

signification en étudiant ce que le producteur dexté avait

préalablement éliminé dans sa production.
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Students who choose to find a way to omit the wbmn their translation are
consciously making use of an avoidance strateggt ) instead of leaving a blank or
giving a false guess, they resort to bring appetdprmodifications in which the target
word would not appear in their TT without affectitige intended meaning. This is
especially possible when dealing with cultural ternOf course, a professional
translator should strive hard searching these wasilsg adequate tools. However, a
translator student lacking the appropriate toadinig under time constraints and still
paving his way in translation competence may besidened successful when using this
strategy. As learners, they may be said to be ibetier position in terms of
metacognitive awareness. Students may also resather strategic solutions they are
invited to explicitly describe in the option "other

Students' answers to this question were:

. No students’' strategies for
Optlons A B C D E answer overcoming a translational

TOtal number Of problem (1st order choice)

the population 16 3 23 2 10 1 —
@ s

Oc

od

me

Percentage 29% | 5% | 42% | 4% | 18% | 2% 8 no answer
Table 48: Students’ strategies for overcoming ttatisnal problems

42% (23 students) said they paraphrase the wotbersource text to facilitate its
transfer into the target language. 29% (16 stuflesatisl they find a way to omit it from
their translation. That is the majority of studemsking out this population of study
possess practical strategies to overcome transédtiproblems. Just few of them
(7students) are shown to be unable to cope with thiiculties as they either said they
leave a blank for the word or they immediately fskhelp.

The ten (10) students who suggested answers othars the ones proposed as
options, expressed themselves as follows:

1- "l try to find a word from what | understandith(sic)

2- "Context"
293



Chapter Five: Actual Investigation

3- "l try to translate the meaning"

4- "l try to understand its meaning then | traresiafrom the text"

5- " je le traduit selon le contexte™

6- "l try to translate its meaning, but sometimesniit it"

7- "l translate it by using its meaning in the see"

8- "try to translate the general idea"

9- "l read the general meaning of the phrase tlgeress it (I guess the word)"” (sic)

10-"I change the structure of the phrase”

These latter students show that they behave gitatly when translating as they

strive to infer the meaning from the context, fitite nearest possible equivalent (not

necessarily the exact word), set back and freeatiniesm the form...etc.

One (01) student who chose "a" as a first choice"ahas a second choice wrote below as

a clarification " 'a’, but if it's an important wbic' ", that is, he finds a way to omit it from

his translation, but if it is an important word, hestead paraphrases it in the source

language to facilitate its transfer in the targetguage. This student is apparently even

more strategic as he knows exactly which strategyse and when. Thus, he has a clear

metacognitive awareness concerning its procedachcanditional components.

Options A B C D students' strategies for
i overcoming translational
Total number of the population |4 |3 |5 |3 problems (2nd order choice)

@ Da @b
oc oOd

Percentage 7%| 5%)]| 9%| 5%

Optlons A D students’ strategies to
i overcome translational

Total number of the population 2 1 Troblame (third order

choice)

Percentage 4% | 2%

Options D students' strategies to

TOtal number overcome translational

problems (4th order
1 choice)

@ total number|
of the
population

@ percentage

of the population

Percentage 2%
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All in all, a fairly good percentage of student2%4) were revealed to have good
knowledge about effective strategies to use inrthainslation as they recognized the
utility of paraphrasing in escaping the dominanod aterference of the source form.
29%, on the other hand, reported their knowledgieiutility of finding a way to express
the intended idea without being obliged to usesidwme word used by the original writer.
Only a small fraction of the students answered tlesprted to help or leaving a blank for
the word they could not guess. However, this peeggwas to a great extent on a par
with their practical knowledge assessed in the iptess questions pertaining to their
procedural knowledge. The same fairly amount ofiestiis (nearly half of the population)
were found to be able to detect what went wronthair translation and were able by the
same token to tell if they reached a solution dr Rimwever, their actual rendition in the
translation test sometimes revealed inadequacies im@fficiencies in putting those
conceptions and assumptions about overcoming a@mslproblems into actual use. It is
true that most students who ticked (“c”) as thestfstrategy (paraphrasing the structure to
ease its transfer) were found to be among thosesgbred well in the test. Yet, some of
them did not do well as the marks they obtained reagal. The following table gives an

overview of these results:

Scores of studentg Scores of students Scores of Scores of students | Scores of students
who said they find who said they students they | who said they who opted for
a way to omit the | leave a blank said they immediately ask other options
word they could paraphrase for help
not translate
13 13 14.5 5 14
10 8 14 6 10X 4
8.5 6 135 8.5
8 13 8
75X2 125X 2 7.5
7X4 12 X3 7X3
6.5 11 X2
6 X4 10X1
5 9
8X2
7.5
7X2
6
5X4
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As we can see, the majority of students who obthigeod marks belong to the
category of those who opted for the paraphrasirajegly as a first solution they resort to
in order to overcome the problems they encountenwd¥er, a significant number of
students who said they make use of this stratetpir@a poor results in the test. Thus, 10
students out of the total of 23 who ticked thisi@pt obtained marks equal or below 8/20.
Moreover, the student who was reported above te laagood procedural and conditional
knowledge of what strategy to use, when, why ang has obtained only 8.5/20. This
suggests that knowledge of the utility of a givelategy is no guarantee that the student is
able to activate it when required. A possible seur€ hindrance to such activation is a
poor command of the languages in question as has deggested earlier, especially as

regards the decoding language.

Question n° 9 wasHow do you evaluate your translation of this text?
a-very good b-good c-average d-bagtvery bad  f-1 don't know.

This question aims to assess students' abilitysédirevaluation. Students who are
able to self-evaluate their work may be said tar®acognitively aware about the process
they have undertaken and the factors contributingst success. However, to reach this
latter conclusion, their evaluation should matckhwheir effective performance. In other
words, the judgments they make about their perfan@ashould comply with their actual
production.

Students' answers to this question were:

No

Options A B C D E F Answer students' self-evaluation of their
Total actual translation in the test
number of the
population 0 11 |33 o o |10 |1 @

W no answer
Percentage 0% 20% 60% | 0% 0% | 18% | 2%

Table 49: Students’ self-evaluation of their actirahslation in the test
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Overall, students' answers to this question cdeeldth their actual translation in the
test. The majority of students (66%) said theinstation was average and it was, indeed, if
we take their scores in the test into account. HenelO students said they did not know
if they had done well or not. This is not a sligliercentage and it pinpoints a problem in
their ability to self-evaluate. Self-evaluationaigrerequisite to students' ability to make a
progress and to their readiness to cooperate itetir@ing enterprise. It also reflects the
degree to which they were gearing their task anditmong their process. Thus, a student
who does his best to overcome whatever problemfades in his translation, feel more
trust in himself and is more liable to produce aett picture of what he is actually able to
produce.

In what follows is a table summarizing the relatlmtween their self-evaluation and
their actual scores in the translation test theyehast undertaken, compared as well to the
evaluation they gave of themselves before undengpkthe translation test. Cases of
discrepancy are typed in bold. A discrepancy is ianmmatch or absence of correlation

between the student’s evaluation of him/herselflasther actual performance:
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Students' evaluation of their

Students' evaluation of their

Students' actual marks

Competence Translation in the test
Very good Good 125
Good Good 14.5/20
Good Good 14/20
Good Good 7/20
Good Average 12/20
Good Average 10/20
Good Average 8.5/20
Good Average 8/20
Good Average 7120
Good Average 7120
Good | don't know 9/20
Average Average 5
Average Average 6
Average Average 12
Average Average 6
Average Good 13.5
Average Average 11
Average No answer 11.5
Average Average 11
Average Average 10
Average Average 13
Average Good 12.5
Average Average 5
Average Good 6
Average Average 13
Average | don’t know 7.5
Average Average 10
Average | don’t know 7
Average Average 8
Average | don’t know 6.5
Average | don’t know 5
Average | don’t know 6
Average Average 7.5
Average Good 8
Average Average 7
Average Average 7
Average Average 10
Average Average 8.5
Average Good 7.5
Average Average 12
Average Average 5
Average Average 7
Average Average 5
Average Average 13
Average Good 8
Average Good 7
Average Average 7.5
Average | don’t know 5
Average Average 6
Bad | don’t know 7
Bad | don’t know 6
Bad Average 6
Bad Average 5
Bad Good 7
| don’t know Average 6
| don’t know | don’t know 10

Table 50: A comparison between student’s prior evdlaoa and post evaluation with their actual marks atimed
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Again there are more cases of discrepancy amongategory of students who felt
they were average in translation. It is importanhote as well that students who said were
bad in translation were much perplexed and conftisisdime when asked to give a direct
evaluation of a known work which was theirs. Thilmgse who answered “l don’t know”
gave an evaluation which goes against with what g#wtually did. This may be seen to be
further evidence that students at the bottom ofsttede know they are not doing well but

do not know exactly what is going wrong with them.

Question n°10 waslf you are not satisfied with your translatiory sehy?

a-1 have never done well in translation.

b-The text was difficult for me.

c-There are problems | am not sure | have succeteded
overcome/solve.

d- Time wasn't enough to finish my translation.

e- | don't know.

f- Other Please SpecCify.....cemeeiecicccneeeene

This question aims at assessing furthermore stadawareness about themselves as
learners and about their weaknesses. If, for exanapstudent answers "l have never done
well in translation”, one may be inclined to judbes lack of self-awareness, i.e., the
student is not in a position to say what went wruaiitdp him exactly and is less ready and
not well tuned to receive help and direction. Nedhis same value judgment may be
inferred from the answer of a student who opt faddn't know", with the difference that
this student may be said to be more ready to rechelp and feedback. In brief, the
answers students would give would show the kindtatlent they are and their state of
mind as efficient participants in the learning @mes. Students are nevertheless invited to
offer their own answers if none of the propositicggested correspond to their own
beliefs and assumptions.

Students' answers to this question were:

) No students’ reasons for not
Options A B C D E F answer being satisfied with their
translation(first order

Total number of the population 6 3 |18]|2 |5 |11 10 justification)

Oa

@b
oc
od
@ =
Percentage 11% | 5%| 339 4%| 9%| 20% | 18% = ro answer

Table 51: Students ‘reasons for not being satisfiétl their translation
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The first thing to note is the number of student®wlecided to answer this question.
This question, in fact, was addressed solely tdesits who were unsatisfied with their
rendition in the test. However, nearly all studgietscept 10) offered their answers to this
question. This is in part natural as perfectiorinipossible to attain, and as such full
satisfaction is not likely to be expressed by ahyhe students. This state of affairs may
suggest students’ awareness about their weaknassesheir need to go further in the
development of their competence.

As for the justification they provided, the majgriaf students (33%) said that they
encountered problems to which they could not fiallitsons or were not sure about their
correctness. Eleven (11) students, however, offarsivers other than the ones suggested
as options to tick. This is, in fact, another iradion of a certain awareness on their part as
they have showed they were able to express their mablems using their own words.
Their answers are literally reproduced here asvall

1-"this is what | can do"

2-" I'm not sure if my translation is in just way"

3-"I didn't do my best and | could have done muettds than that. | didn't give

much importance to the text while | was translgti

4-"some structures were difficult"

5-"I don't have a rich vocabulary which allows rodranslate well”

6-"because this is what | know"

7-"lack of concentration”

8-"I don't have a good style"

9-"language is very huge"

10-"I have a problem that | never have a self-a@rice"”

11-"l have to translate more texts and find theksi
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Some students attribute their failure to exteraatdrs such as the case of studentsé,
7, 9 and 10 above. Some tend to give concrete assdeenonstrating an ability to know
where the problem is, e.g. students 11 and 4. Sbowever, think they know what the
problem is but their answers show they do not @&uglent 8, 5, 2)

Among the ten (10) students who did not answerdhisstion and by this token did
not express their dissatisfaction with their perfance, four (4) answered "good" in the
previous question related to their self-evaluatibrtheir own translation of the text. Five
(5) of them answered "average" to the same questibareas, one (1) did not answer that
same question at all (it is noted that this studead careless in his reaction to a number of
other questions as well).

Among the students who answered this questionamd thus seen to be unsatisfied
with their translation, ten (10) answered "I ddmbw" in the previous question, i.e., they
don't know if they have done well or not in themrtslation. Three (3) of them justified
their non satisfaction with the fact that there eaveome problems they could not overcome
easily (option"c"). Two (2) among them re-exprester lack of knowledge again in this
question. One ticked explicitly option "d" ("I doknow"); whereas, the other expressed
himself as follows ("because | am not sure if mgnglation is in just way" (sic)). The
student's answer reflects his lack of knowledgesgmed under another disguise. One of
the student attributed his non satisfaction tolack of concentration, whereas, another
attributed it to a lack of style. For another stide text was difficult as he ticked option
"d" offered by the examiner. Still another studefiered to explain that that language was
huge, certainly meaning that he cannot know heagnaghat is wrong as he can never be
in command of all aspects of language. This isdicjaus answer to escape appearing

ignorant or to avoid saying "I don't know" twice.
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27 students who answered "average" in the prevgaestion felt concerned with this
present question, the fact which may be interprétat they were not satisfied with their
rendition in the test. So "average" for most staslanaking this population may not be
equated with satisfaction. 8 students, however, whswered "good" in the previous
question, felt also concerned with this questionpbyviding justification and explaining
their reasons for not being satisfied with whaitt&l in the translation of the text.

Some students ticked more than one option as andemaler justification as shown

below:
_(l?ptkljns b B C E F students' reasons for
oc;t;enggnpuelgtion 1 1 2 4 not being satisfied with
their translation(second
order justification)
Ob
Bc
® =
Percentage 2% | 2% | 4% | 7% of

Those who offered answers other the options prapasee a total of 4 students and
they said:
1-"I would like to improve my level in English poare faciliter la traduction”
2-"l| have a problem in the cohesion of sentences"
3-"sometimes | don't understand the meaning ofdkg
4-"Je crois que j'ai pas beaucoup de niveau"

These answers relate all to the students' competartbe languages involved which
Is a true cause of a bad production in translativrerall students feel inadequacies in their
command of languages which blur their vision of-sghluating themselves. The answer
N°4 above reveals such a doubt on the part ofttidest about his competence in general

as he used the verb ‘| feel”.
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Question n°11 wasis there any word, expression, or something ef th
like you have retained from the text you have beanslating?
a-Yes b-No

The aim of this question is to assess studentgssing ability in terms of their
endurance and perseverance with the task in qne$tie may be tempted to think that the
harder the student works on his translation angestrto find solutions to problems he
encountered, the better his memory will be in tewhgetention and learning of new
vocabulary and grammatical items. Robinson, in tl@spect, believes thathe less
relevant a thing is to you, the harder it will b& fyou to remember it. Things that do not
impinge on your life experience 'go in one ear and the other” (2003:55). Following
this line of thought, the student who does not moblest in struggling with the text to be

translated is not liable to remember any detailsetaiin any word from the task he was

undertaking.

No

students'feeling of
Yes | No Answer 9

retention from the text

Total number
@yes

of the population 32 20 3
@ no
Ono

Percentage 58% | 36% | 6% answer

Table 52: Students’ evaluation of their retenti@pacity

One (1) of the students who answered "No" to thigstjon wrote next to his
answer"? | know most of them”, which means thattéh he was asked to translate did
not include new vocabulary items the students ditl master already. This student
obtained 12.5/20 in his translation, and he is shme student who was shown to be
confident when analyzing the previous questionf-&éicacy and the image one has of
himself and his aptitudes seem to have a posiffeeteon one’s performance. One would
wonder if this remark can be generalized had weagaifant percentage of students

showing these attributes!
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There are three (03) students who did not ansviegtiestion. One of them seem not
to have understood the question as he answeredl'lgage a problem in structure” in the
next question where he is asked to state actuahges of things he has retained. One (01)
student, however, is just being careless agaireadichin a number of questions. Another
student looks hesitant as he was careful to analvguestions, but he was among those
who ticked most of the time the option" | don't lfavhenever it was offered as an option
by the examiner.

If we just look at the percentage of students whewaered “yes” to this question
(whether they retained anything from the text thaye been translating or not), we may
tempted to conclude that the population under sisdyndowed with efficient cognitive
processes and concentration. However, we shouldabeful not generalize unless this
reaction is sustained by concrete examples liableeteal the nature of such processes.

Thus, question 12 below is particularly aimed & tbsue.

Question n°12 wasif "yes", what is it or what are they?

Students who answered this question are those whwesed "yes" in the previous
question and their total number is 32.

The answers they gave vary between single wordsgsph, collocations and full
expressions. They also vary between old vocabutianys (probably already known by the
students but not in the combination observed inélke e.g. water crisis, water is human's
business....) and new vocabulary items (newly acdusethe students as may be guessed,
e.g. scarcity, bound to increase,...). Another rentlagk may be drawn from the students'
answers is the number of items they suggested. Sgeme a long list while some
suggested one word only. This may indicate the kihdffort they were exercising during

their translation. Those who strived a lot withitheanslation are more likely to retain
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more elements from the text. Some students, howéwstr mentioned the nature of the
entity they said they retained (e.g. "sometimesesgion and structure and sometimes the
sens also"(sic)). Some others just gave very vdmjks at what they retained (e.g. "the
first sentence in the second paragraph/the lageses of the last paragraph). This last
case, though barely useful in the present analysiderpins a correct assumption about
retention in general. We all tend to remember tbgirnning and the end of discourses we
may have to proceks

Some other students were not able to reproduceattyrrwhat they said they have
retained (e.g. "the crisis is not about little mayitoo satisfy our needs"/ "water in
cricis...”). This latter case is an indication of thert of flaws that characterize their
retention. That is to say, these students are bt # retrieve correctly what they
themselves said they retained (a mismatch betwsan judgment of knowing and their
actual knowledge). Two students understood thistipre as being concerned with what
they have learnt from the text and not what theyeheetained. One of them made a
comment about the coherence of the tekhéven't understood its moving from idea to the
next one, as in every new one he put an end andrreseveral times there will be a
segmentation at the end, no coherent)). The other student made a similar comment
related to the coherence of the text and its fldwdeas and added another comment
related to his own appreciation of the informatibe learnt from it (there was no
coherence and no logical movement. From meaningfy@® now we have to be careful
when we use water{sic)).

Overall, students' answers to this question shavdéficiency in their ability for
retention. Most of them retained just a few wondgsolation. Some of them even gave
distorted forms of what they stored in memory. Tolity of what they actually retained

shows that they were not using their full resoufoegprocessing. This is a clear indication
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that metacognitive ability as concerns their cageitprocessing (actual monitoring) is
weak. Moreover, these students, as it seems, dralbt® to learn from the material they
use in their translation task. Resnick (1987:17) vame among those who believed
metacognition to be a component of intelligencej amo suggested important general
metacognitive skills to apply across different aitans. These include:

“- Keeping track of one’s own understanding of iggie under consideration

- Organizing one’s attention
- Organizing the available resources
- Reviewing one’s own progress”

Moreover, the quality of what students actuallydsthiiey retained is grammatically
incorrect, which also suggests their inability tmaire grammatical knowledge implicitly.
Translation learners are language learners at dhee ¢ime and they should pay great
attention to language mechanisms at many levelnalyais to sustain their linguistic
development in the languages involved. A transletan a better position than any other
user of language to be aware of the linguisticicgaties of the texts and passages he
happens to process. The quality of retention ostbdents making up for the population of
study plus the comprehension mistakes they produrcttkir translations show they have
rather a poor cognitive processing which appearbdgomainly due to their linguistic

deficiencies in the two languages involved espicialEnglish.

4-General Results

The results obtained so far show that studentsegessome kind of metacognitive
knowledge but their knowledge or awareness is @efiand insufficient concerning many
other aspects of the process. Thus, they are nugtdieely aware mostly of the task
overall and the conditions contributing to its sesex They have knowledge of what

translation is and how it should be undertaken amdht factors play a role in its
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realization. When asked what translation was, nsistlents could provide correct
definitions, though limited or too general sometm@/hen asked what they thought was
necessary beyond the bilingual dictionary, theyensdso able to give good and plausible
answers. They were also successful (the majorityeast) in commenting on some
statements and assumptions about translationg{gektion 8/part 2). The majority were in
a good position to evaluate themselves in termsoofpetence and progress they had
made, and their ability to track their own mistakidswever, this evaluation rests upon a
general comment they make without being able téugither and deeper in the analysis of
what exactly went wrong in their competence or granfance. Students who belong to the
category of low achievers (those whose scores oerewere found to be more accurate
in the evaluation they gave of themselves as zese< of discrepancies were noted
between their evaluation and the scores they odxaiim the test (they said they were bad
and they did bad actually). Yet, when asked tofjusiteir evaluation, they were not able
to objectively tell what their problems were. Most them were attributing their
weaknesses to factors that escape their controhendot liable to help them change their
conditions. In attributional terms (in referenceattributional theory of motivation), these
students motivation is extrinsic and by this tokieey are less likely to do their best and to
become autonomous learners.

Moreover, these students, making up for our pomratseem to lack a sound
awareness of the strategies they make use of whenecaming translational problems and
they sometimes even seem not to know which strategynploy and when. Their store of
strategies is poor and very limited and too genasah procedural knowledge although
they know when they are meeting a problem and tifin can tell if they have solved it
or not. So the problem is mainly with their abiltty activate a given strategy or to choose

from the bulk of strategies they already possess.
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So to recapitulate and to bring direct answersuoresearch hypotheses, we may
say:

As regards the first hypothesis, third year stuslesft translation are metacognitively
aware of translation as a skill or competence tabtguired. They overall know what
translation is and what it involves as a skill. yloan gauge their own progress and tell
about their own aptitudes in general terms, whichainly an indication that they know
the requirements of this skill and how it is acqdirThey are aware of the limitation of
the bilingual dictionary and they can avoid a Iétnaisconceptions about translation
when asked to evaluate a set of statements ingplwrany aspects pertaining to
translation learning. This may partly suggest that theoretical course they might have
been exposed to is fairly adequate to give thenmrgfaired awareness they need to learn
translation. Their problem, then, may not be saicb¢ related to a lack of a sound
theoretical background.
As regards the second hypothesis, third year ttiosl students of the University of
Constantine have a quite good awareness of thenttske and what translation involves
as a problem solving activity. They can give exaspbf problems they actually
encountered, and they can tell whether they suecked not to solve the problem they
stumbled at. However, this awareness is ratherrBaipé in nature and poor in quality.
Most students reported problems in relation to botay items only. Other problems
pertaining to deverbalization and verbal intelligenin finding the exact word or
expression for a given idea, which often appeabdotheir main problems during
translation assignments undertaken in the classromene not reported at all. Some other
students described their problems in very genenahg or failed to report the exact
problems that were revealed in the translation thayded. Generally speaking, these

students lacked the regulatory mechanism that isally responsible for the activation
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of their monitoring and control abilities (detegfimne’s problems and mobilizing the
appropriate strategy to bring the most appropsatation). Thus, students making up for
our population of study are not equally aware aladludspects of translation. They seem
to be endowed with declarative and conditional kieolge more than they are with
regulatory and control abilities. This may be adi¢ation that they need more guidance
and supervision while translating. A full relianoe integral texts with the belief that a
longer exposure would make students able to inp@rapriate translational strategies
does not seem to be tenable in this respect.

As regards the third hypothesis, metacognition t& declarative and conditional
components (the components that were confirmedeéyirtvestigation) does not appear
to have a direct effect on students’ competenahag/n through their performance in the
test. Not all students possessing a sound knowledigeit translation were able to
produce good translations. There were even casstudénts who did well although the
ideas they hold about translation were false odegaate. Many cases of discrepancies
were revealed in the results obtained by studertenwanalyzing many questions
concerning their awareness, with regards to mapgas of translation. For examples,
when asked to evaluate their translation, mostestisdsaid they were average but the
results they actually obtained showed many discrepa.

A recurrent problem among students who reportedingaa problem in their
translation performance or competence is their emess of the deficiency in their mastery
of the two languages involved. However, their caapen in the learning process seems to
be kept to a minimum as they attribute their falto external factors or rigid variables
that are not liable to change (for example, "tineswt enough”, "I have never done well in

translation”, "I have always a problem in self-adahce"...). These kinds of answers
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show that these students ceased to stick to hop@amnrather unwilling to contribute to
their own improvement.

As for the impact of this metacognitive knowledgetbe students' performance and
hence on their translational competence, we magdi@ed to say that students making up
this population of study were either of two types:

-Students whose knowledge about their competendelaitities corresponds to their
actual performance.

-Students whose knowledge about their competendehbitities is opposite to what
they actually do.

It is hard to declare once for all, at least far time being, which category prevails in
our population of study. The highest percentagenset® fluctuate from one question to
another. This may be attributed to the variatioroagnstudents as regards the type of
metacognition they are most characterized with. &stadents, as has been noted before,
are more aware of the task nature and less awdhe girocess and vice versa.

Some students were nearly perfect on all aspecisetdéicognitive knowledge (they
know a lot about translation- they make correctgjudnts about their competence and
weaknesses- they can evaluate their production-taey tell about the progress they
make....), but their performance in the test was fudrage (as they expected) and has
shown major problems the students were encountéaririgeir task. Here, it may be said
that their metacognitive knowledge had no effecthemr performance. However, they still
may be expected to make progress in their acqumsdf this competence (they themselves
declared that they made progress from the first §ftanow in one of their answers in the
questionnaire).

The population under study, it should be rememhevess not homogeneous as

regards the results obtained from the translatest. tThe heterogeneity, it is believed,
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perpetuated all along the analysis as students weteon the same line of thought
concerning many questions related to their metatwgrawareness and actual reactions to
aspects of their translation in the test they handertaken. A common characteristics,
however, was probably their weakness in regardeddinguistic competence of either of
the languages involved, as has mostly been appereheir translation (they were either
poor producers in Arabic or deficient processorsbEnglish). Their most important
problems in the translation test were mainly reldte aspects of cohesion and fluency of
the discourse (they tend to stick to the origimaihf of the text and respect the number of
sentences and punctuation marks of the source teiktpy sometimes do not even seem
logical in their understanding of the piece of disse they aim to transfer into Arabic.
Their process seems to go on mechanically withawgmthinking.

All in all, due attention is to be given to the dsuats' translational process and
learning process as well. Students' retention ¢gpaeas found to be limited and deficient.
The number of words they could retain from the tarly most said they have been reading
more than twice shows they were not actually givimgch importance to the translation
operation they went through. Some even reproduedoimed and wrong forms of what
they have actually retained. Most of them do nens@aware of the possibility of making
advantage of the text they process for transla#anlearners, they seem to lack autonomy
because their cognitive process was revealed thrdhgir retention capacity and its
quality to be mechanical and reckless. A trangtastudent is supposed to give more
attention to what he does from the moment he ensbark the task till he feels self-
satisfied and confident to submit his product. Rebn (2003: 10) emphasized the
importance of this awarenesssubliminal functioning without critical self-awaress
quickly becomes mind-numbing mechanical routinealdital critiques without rich

playful experience quickly become inert scholastiti A translation student is a
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permanent learner of his/her working languagesthadexts they come to translate may
serve them the dual aim of exercising their trarmstacompetence and enforcing their
linguistic skill in the source language in eitheception or production. However, the
process students went through seems to be mechanitasuperficial lacking aspects of
concentration, monitoring and control.

Metacognition, then, appears to be a fundamentaipooment in the educational
setting, in bringing to the fore students’ awarenestheir own strengths and weaknesses
and their own perception of their progress, andrthiee they should undertake to enhance
their acquisition process. However, it can in noyvaand for, or replace the basic
component of linguistic mastery which is at theecaf translation competence. The
linguistic competence was found to be a major stinglblock in the way of students.
Metacognition may be assumed to fulfill a bettde for more advanced learners whose
mastery of languages is better sustained. Low aelsg(students who actually scored low
in the test) were found to be able to accuratebiuate themselves as they knew they did
not do well. Yet, they were found to be unableetbwhat went wrong exactly. The factors
some students attributed to their failure were #dsmd to be subjective and uncontrollable
and of no use in bettering their achievement. ldise aspects show that students need help
and guidance to understand how to learn and whdo tim be integrated in the process of
learning.

However, the present research is also sustainegebgral observations drawn from
everyday teaching in the department of translathsa teacher of translation and in the
course of teaching this skill, we often notice thamme students are eager to acquire this
skill and make profitable contributions in the alamm with the help of their peers even if
they suffer a linguistic inadequacy. When, it con@sexamination and testing, they are

less ready to show their strength or signs of ames® This reinforces the hypothesis that
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students’ lack of an adequate linguistic backgrostashds as an obstacle to their advance
in achieving autonomy and reinforcing their proaadilknowledge. In other words, the
more they are hampered by their incompetence inlahguage(s) involved, the readier
they are to give up any serious attempt to tadidettanslational problems they stumble at.
Christine Nord (2005: 211) explained, in this regpéhe difficulties translation teachers
find in achieving the balance between studentstisée terms of linguistic knowledge and
those needs pertaining to translation per se. &neistranslation is taught too early, i.e.,
before the students have reached a sufficient cordmaf language and culture,
translation classes will degenerate into languagquasition classes without the student or
the teacher even realizing'.itThis is amenable to rethink the prerequisitestfanslation
training and teaching, and a sound consideratiostoflents’ difficulties in particular
linguistic domains while translating.

The next chapter is particularly devoted to anstivese questions and shed light on

some of the implications and pedagogical suggestymided by the present study.
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CHAPTER SIX: Pedagogical Implications and Suggestias for Further Research

Introduction

Having completed this research, it is obvious tmemut with some ideas and
suggestions to be implemented in the pedagogiciingeor exploited for future
research. The results obtained so far shed lightmamy aspects of translation
learning/teaching that need further analysis atehtibn. They also highlight the nature
of the metacognitive component in translation atgl potential role in pushing
translators’ competence further. Before presensimme suggestive remarks pertaining
to translation teachinger se it is important to present an overview of majesults
brought by this research as regards students’ l&t@ms competence and factors

affecting it positively or negatively.

1- Overview of major results

First of all metacognition is not a magical wandtthequires an extraordinary
treatment, but rather a general ability studergseamdowed with already and which they
may have acquired and transferred from other dosnainknowledge, and put into
application in any new field of study they are adgg or attempting to learn. However,
not all students develop their metacognitive apild the same degree and not all of
them are capable of transferring and applying theireral metacognitive knowledge to
novel situations of use. As such, Veenman et al0og20tend to believe that
“metacognitive skills initially develop in separai®mains, and later on become
generalized across domaingdowever, it is not clear what processes are Ivea in
such transfer to new domains. According to Veenmaal, ‘these processes include
among others, high road transfer and linking metagton through instruction and

feedback provided by teachergibid). By high-road transfer is meant the kind of
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transfer that involves a high degree of understapdnindfulness and application of
strategies that cut across disciplines, in oppwmsito low-road transfer that involves
developing a high degree of automaticity throughcpce. By this token, teachers are
much needed to support students’ metacognitive ldpreent and self-independence.
According to Brown (1983) in Vye et al (1998: 30&)formed training needs to replace
blind training whereby students are not only tawsjrdategies without information about
how and when might they be put in use, but theyase helped with monitoring
activities and offered dpportunities to exercise self-control of stratefjieStudents
receiving informed training, in this respect, weeported by different studies to have
been ‘more successful in promoting spontaneous trai@edt;.306). In the field of
translation teaching per se, expert behaviour shbalthe intended goal of the teacher
whereby future translators are encouraged to dpv#leir self-awareness and self-
confidence springing from their understanding of thanslation process and related
skills, and their ability to discuss translatiomrs an objective way (Kiraly, 1995;
Ladmiral, 1977 in Coria, 2003:41)

Besides, metacognition is found to be tightly lidke motivation and the ideas
learners have of themselves and their abilitiesd&its may not be ready to activate
their process of gaining awareness of what theyadlgtdo if they are not motivated to
do so. In other words, if students do not see amgpgse behind their acquiring
translation, and they feel just obliged to studythey will not be ready to spend any
effort whatsoever and will not feel the need tovate their awareness.

The results revealed a poor academic level of thdests in either English or
Arabic or both. It is important to note that metgsition, as a procedural knowledge
making students able to overcome recurring traiosiak problems, is of no use next to

the students’ poor linguistic background. Someotéicians would assert that
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metacognition cannot replace intellectual abilltythis respect, Veenman et al (2006:
6), said that there is ample evidence that metacognitive slkalgjough moderately
correlated to intelligence, contribute to learnimprformance on top of intellectual
ability”. The same thing, we believe, may be true for legge competence. If a student
is incompetent in either of the two languages iwgdlor in both, there is no use behind
his awareness about whatever aspect of the proEesgever, metacognition is still
beneficial for his learning process as such. Teastudents need to know about their
strengths and weaknesses and the different aspectaining to their acquisition
process to have a clear idea of where they go amd Hence, students gaining access
to translation speciality should possess an appat@pracademic level in languages

which they would try to improve along their proce$sicquiring translation skiper se

2- Methodological remarks

The questionnaire used in this investigation was emmugh to make students
verbalize all what they think about translation avithatever aspects pertaining to their
learning. Future research can shed light on thenking process during translation
activity to describe their control and monitoringppesses when overcoming recurring
translational problems. Students may also be ir@e®ed before and after completing a
translation task to note the relation between tigeineral and actual metacognitive
knowledge and to be able to ask them to give egplanms about any discrepancy or
guestion the researcher stumble with during thestigation.

Although there are many factors contributing to #mhancement of students’
competence in translation, and it is nearly impassto tell which factors contribute
most in this endeavour, metacognition can stilcbesidered a factor of a considerable

importance in the learning enterprise. Studentskingaup this population were not
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found to be highly metacognitively aware. Their esveess of themselves as learners,
and of their multiple needs was found to be limiged superficial. It was impossible in
our case to weigh appropriately the effect this aoegnition can have on their
performance. We have found, nevertheless, a certation of cause and effect
between metacognitive awareness and students’ rpefwe. Future research would
bring better results and more details if studendking up for the population of study
are selected according to their high metacognipkafile as may be revealed by a
sound methodological tool of measurement, or alsesalected according to their good
translation competence solely. Homogeneity of theug under investigation, in this

respect, can bring plausible results to eitherstedion or metacognition.

3- Pedagogical implications

Metacognition was not discarded in this researamfrbeing a key factor
influencing in a positive way students’ competemncéranslation. Thus, metacognition
is still felt to be of major importance for studergcquiring translation or developing
their translation competence if more consideraisogiven to the linguistic component.
As such, it seems crucial to suggest ways to imefgrmetacognition in the teaching-
learning environment, at least to bring a new lbreatthe classroom. Thus, teachers
should be made aware of their role as guides aaifitdé#éors and should know the
requirements of the translation skill and all neegg conditions for its development.
Students who were found to be lost and unawaréhefacquisition process they go
through need to be guided carefully into logicatl aystematic steps that are liable to
correct their misconceptions about either transtator learning, and to create the
appropriate atmosphere for them to ease theirilggror acquisition process. By the

same token, teachers need to be metacognitivelyeatvamselves of the skill they are
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teaching. For this pedagogical implementation tsueessful, teachers should observe
certain rules and conditions that guarantee thmicesss and guide their task all together.
They must be patient overall, as metacognitioroisanhabit to be inculcated overnight.
Pressley (1995) argues that metacognition as sgiflatory strategies cannot be
developed with a limited number of experiences rhust rather be part of a lifelong
developing expertise reinforced through teachea$fsltling. Moreover, teachers
should themselves believe in the utility of the ih&iiey are trying to inculcate to their
learners, in order to be convincing. They shouldsimionportantly be tactful and
judicious in the way they implement metacognitiontheir instruction. Translation,

according to Douglas Robinson (2003: 49) is:

intelligent activity involving complex processes afonscious and
unconscious learning; we all learn in different waynd institutional
learning should therefore be as flexible and asptexnand rich as possible

So as to activate the channels through which eackest learns best.

This means that the activities undertaken in tlesstbom should address the
needs of different categories of students and shioellconstructed in a way liable to cut
the monotony that stands as an obstacle to studeméseness of the intricacies of the
task and that might help them deliberately activh&ar conscious processes. The way
the teacher is to meet this requirement is magfytd his self ingenuity, but overall he
needs to observe general common guidelines apfdicab all situations of use
pertaining to the implementation of metacognition instruction. These are, for
example, the main recommendations Veenman and Vaut-Wolters (2006: 9)

suggest:
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Three fundamental principles are known from therditure for successful
metacognitive instruction : (a) embedding metacigmiinstruction in the
content matter to ensure connectivity, (b) inforgnilearners about the
usefulness of metacognitive activities to make thex@rt the initial extra
effort, and (c)prolonged training to guarantee sheoth and maintained

application of metacognitive activity

There are many tools and techniques suggestedsbgnahers in the literature on
the subject to implement metacognition in the etlanal setting. Using diaries is one
among the mostly cited examples that can be impisdein teaching different subject
matters. In translation, it seems of a particulkse tor students as they are supposed to
track their own progress by noting down the newnelets they acquired and the ones
they still stumble at, through the different tettiey deal with during the whole period
of their instruction. This tool, obviously, stimtéa learners to reflect on their strengths
and weaknesses and with time they will find themelbbliged to move further and to
overcome obstacles standing in their way to deviiep translation competence. They
may also record particular linguistic patterns afeu pieces of information, new
strategies, impressions about their experiencewlmatever elements they feel are
relevant to their learning enterprise. For a mataited description of pedagogical tools
used to enhance learners’ metacognitive knowlecfgehapter one.

A diary remains a tool used on the part of the estis] and if appropriately
explained to learners, is liable to bring the b#sefie explained above. However, the
success of a diary is highly dependent on the stiglavill and perseverance as it is
mainly initiated by him. A teacher, in this respez@n only encourage the learners to
constantly use their diaries and motivate themersgvere. As such, more sustaining

tools need to be implemented by the teacher ta éatehe meatognitive development
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of their learners. It is believed that a specialtanegnitive environment can incite
learners to alter some of their attitudes towaldsrtlearning process, and to improve
their acquisition process. Teachers need to vagyr tApproaches and techniques
according to the special requirements of the skily are teaching. In what follows a
list of activities the translation teacher may usethe classroom. This list is not
exhaustive and cannot be meant to stand for afskeuwristics to follow. It is just
suggestive of what can translation teachers da&ptatheir teaching methodologies to
translation students’ needs in terms of awareneddatter control of their acquisition.
Thus, this list of activities can be extended imély and modified at will to meet the

immediate needs of every group of students.

4-Suggestive Models of Activities

We have seen that the metacognitive appragcadopted prior to the investigation
proper was probably not enough to enhance studamtzgseness of translation and to
improve their rendition. Their metacognitive prefilas revealed by this research, was
seen to be lacking depth and adaptability. In fattidents need down to earth
techniques to make them realize the profit metatiogncan bring to their learning
enterprise and show them the route they should rtadde in order to enhance their
metacognitive knowledge and put it in the servitéheir own acquisition of translation
competence. To make students metacognitively awhreheir learning process and
make them able to cater for their own progressiénacquisition of the translation skill,
a set of concrete activities should be devised lclv students may take active part.
According to Danica Seleskovitch (in Delisle, 19&); teaching translation is not a
matter of transmitting knowledge, but rather malshgdents exercise the notions of the

skill they are being taught, until they become madtic. Using Delisle’s words,
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“enseigner a traduire ce n’est ni transmettre desnaissances, ni faire assimiler des
notions régurgitables a souhait, mais faire complrendes principles et y associer des
exercices qui assurent que leur application basdales le refleXe Thus, a translation
teaching environment should center around makiaghérs act on their own learning
process. Each activity of this set is responsibleat least one aspect of the learning
process and has thus a precise objective. The therearners will be exposed to such
activities (to drive their attention to the poskipiof autoregulating their learning
process), the more aware they become of this emgerfviz., learning). The activities
should be of a variegated nature (of different nsoded structures) to cope with the
different cognitive styles of learners and withithdifferent psychological aptitudes.
For example, activity 01 below cannot be appropriat a shy learner or learner more
liable to be anxious. The more we vary the setctiVdies we devise, the more chance
we have to target the metacognitive process ofyeearner individually. Moreover, it
is important to encourage learners to interacttaralttively participate in the activities

rather than act as passive observers.

In what follows, we present a preliminary set ofivattes whose validity need to
be experimentally proved by future research. Inctrse of putting them into practice,
the students are invited to comment on them anuaghtheir own contributions. The
activities, thus, get enriched throughout the psscef learning. Then, on the basis of
the results obtained and the criticism brought by $tudents, the teacher modifies
whatever aspects of these activities, and adapt tbehe need of his students. Overall,
the teacher needs to make his/ her learners mifvavezre and self-confident to acquire
the appropriate expert knowledge. They need ontdpeof all to ‘use techniques as
discussion/defense of translation solutions in froihpeers or in translation teams, e-

mail discussions, and a student-centered classrabat moves away from the
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traditional teacher-centered “performance magise@l (Kiraly, 1995; Ladmiral, 1977

in Corina, 2003: 41)

Acitivity n°1: A student is asked to provide his own translatidna selected
passage on the blackboard. He will be able to nekastments, correct mistakes,
modify elements on his translation in front of lgeers. He will not be allowed,
however, to answer any question or comment madadyglassmates until he finishes
his translation. Meanwhile, the other studentsisgan the class will take notes on the
translational behaviour of their friend while henanslating. They are required to make
guesses at the thought processes of their fridvah they will be able to check their

guesses against the answers this friend will peoth@m with at the end of the activity.

The objective of the activityis to make the learners aware of the existence of
thinking process behind the translation activity. dbserving the thought process of
their friend, their attention-with time- might bacgessfully directed towards their own

processes.

Activity n°2: Students are given a text to translate. They akedato read it
carefully and thoroughly. Afterwards the text ikega away from them. The teacher asks
them questions about some details in the text.stidents work hard to find answers in
terms of what they could remember and retain froentéxt they have been reading. As
a second stage, the students are asked questiouistab text but this time in the target
language. In this way, the students are first eraged to train their memory for better
retention and then translate naturally by goinguigh the deverbalization process using

the target language directly.

The objective of this activity is to meet the need of the students to develop a

competence in recognizing prototypes of the difietexts they are actually translating.
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This activity, thus, makes them able to enhance #iglity to grasp the maximum of
knowledge and skills from whatever text intended tfanslation they may come to
process. Their repeated encounter with a diversefsiexts would diminish the time

they may spend later on, in their translation.

An activity of the same kind was proposed by K&yjean Le Féal(1993) as has
been reported in Jean Vienne (2000:94). In thigziagt Déjean Le Féal displays the
text to be translated on an overhead projectorescte make students able to grasp the
content without giving them enough time to concatetion the words themselves. Then
the students are encouraged to reverbalize thertgike target language without being
influenced by the verbal form of the source textislin this respect that we can
understand Delisle’s emphasis on teaching traonslats communication. According to
him, the one who translates should be skilful emotm understand how thought is
modeled in discourse, i.e., to relate linguistionfe to ideas. In his words, “celui qui
traduit doit étre particuliéerement habile a analyes articulations de la pensée dans le

discours, c’est-a- dire a subordonner des fronmggiistiques a des idées » (1981 : 97)

Activity n°3: students may play the role of a teacher by askimg siudent to
give instructions to his classmates, to help themr@me the translation problems a
given text may present, or to explain the stepkimself went through when translating
the text in question. In doing so, the teacher maig features pertaining to translation
and to teaching that the student-teacher bringsatiention to, which is the main

objective of this activity.

Activity n°4: Students may be required to play the role of aareber. By being
exposed to the development of translation disagplinrough time, students may be
invited to think about possible solutions for theawlbacks and the difficulties the
history of the discipline may reveal. Learners niegy required to find the place of
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translation theory in the field of practice, as takationship between theory and practice
is still an issue of controversy up to now. Andstis what Williams and Chesterman

(2002) emphasized:

One weakness of our field, however, is the discrepdetween the huge amount
of research that has gone into developing and mfirtonceptual tools by means
of interpretive hypotheses, and the much smalleysrof research that has gone

into applying these tools to real problems.

Activity n° 5: Students may be asked to write a text on any tihyayg like (they
act as if they are writers), and bring these té&xthe class. The teacher chooses one of
these texts, and asks the whole class to trandlaéhen the teacher discusses the

translation of the students with the presence efthter himself.

The objective of this activity is to direct the students’ attention to the imponde of
taking into account the original writer’s ideas lehtranslating. A good translator would
always strive to think about what might be the ioadywriter’'s purpose in choosing one

particular expression rather than another.

Activity n° 6: Students may be given a text to translate. Theyhare divided into
small groups of about 5 students each. In eachpgeospokesman is designed. The
students in the group discuss the translation cifi @her to decide on the best one after

they have drawn a list of the advantages and das#edyges of each translation.

The objective of such an activityis to make students aware of the weaknesses a
translation may reveal, and the qualities that adgtranslation should exhibit. By
working together, students may help each otheecomisconceptions about translation
and acquire the necessary information to acquisharpen this skill.

5- Suggestions for further research
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There is a need to know more about the nature oflests’ translation
competence, and the way to develop it. Once weedtpat awareness is at the core of
the students’ acquisition process, it is importarknow how it is manifested during the
process of translation. Thus, we need to incitdesits’ to explicitly describe what they
actually think about the strategies they employot@rcome recurrent translational
problems, and what they do when they get confrotwethem, or how they come to
decide on the way to solve them. Knapper and Cyo{@600), for example, argue that
it is extremely important that people develop ailitglto describe and explain their
metacognition, as this is liable to bring reflentimto conscious awareness and by this
token would allow communication to take place betwéearners. This awareness, as
has been explained before, needs time and perseect@ become firmly established in
students’ attitudes and behaviour. As such, a tadmial research in this respect is very
much welcomed whereby students are encouragedhsiardly comment, and annotate
their translation assignment during the whole acadeyear. In this way, students
would come to question themselves about the rabtes undertake when translating a
given text and would realize by themselves the imgmee of being aware of one’s
approach and strategies for one’s own progressomorg to Williams and Chesterman
(2002: 7-8), bne value of such research lies in the contributilbat increased self-
awareness can make to translation quality. [It niigiiso show] whether you have
found any helpful guidelines for your translatioacgions in what you have read in
translation studies

Overall, research in the field of translation teaaghshould try to bring more
sustaining evidence about the route translatioméra should take to safely attain their
objective of acquiring this skill, and becomingfsaetlependent life-long learners as

required by their profession.
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CONCLUSION

This piece of research was rather an attempt tw dranetacognitive profile of
third year translation students at the universafyConstantine, and to assess the effect
of this metacognition, if ever, on their competeit translation as shown in their actual
performance. The metacognitive knowledge the stidyed to investigate is divided,
according to Flavell's model (1976) to three comgras which are: the declarative
knowledge, the procedural knowledge and the cadhiti knowledge. In other words,
students were assessed on their knowledge of wdradlation is and what it involves as
a skill or competence to be acquired, what doesskation involves as a process and
what strategies to use to solve recurrent probldmsy and when. Moreover, their
experiential knowledge in terms of awareness ofptogress they make and ability to
evaluate oneself and one’s rendition was brougttieédore for analysis.

The study made use of a translation test wherebysthdents’ competence is
evaluated and analyzed according to the mistakeg ¢cbmmitted and the marks they
obtained based on an evaluation scale, taking aostmunt their rendition in terms of
attendance to meaning, mastery of language, resp@cthesive patterns, and ability to
produce a natural and fluent message accordingeaadquirements of the situational
context of the translation in question. A questamnm was also used to investigate
students’ metacognitive awareness. The questionmaidivided into two parts; the first
part (the pre-questionnaire) aiming at assessindests’ metacognitive knowledge in
general, and the second part (the post-questia@)raiming at assessing their knowledge
in terms of their reaction to the translation testy have undertaken.

The results showed that translation students makmnfpr the population of study
have a metacognitive knowledge concerning some céspéut lacked a sound

awareness concerning other aspects. They were yreawdre of aspects pertaining to
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the declarative metacognitive knowledge. They kribat translation is not merely a
means to acquire languages. They know that theageds more important than form
when deciding what to transfer from a language totlzer. They know that the
authority of the bilingual dictionary is very linaid...etc. However, their declarative and
conditional knowledge was not that efficient. Altlgh they can tell about their
strategies, they still cannot overcome many traisial problems their renditions in the
test, revealed. They seem to know about strategidsthey not seem to make use of
them. They sometimes could not tell about mistakey committed and which they let
go unnoticed. Besides, the relationship betweenlestis’ metacognition and their
performance was not safely confirmed as even stademo scored high in the test were
sometimes found to be puzzled, and not aware oévh&iations they were requested to
make.

The linguistic competence of students especiallsegards English was felt to be
a barrier to any possible effective use of the owgaitive knowledge for improving
their performance and competence overall. Metatimgnis a high order process of
thinking and control that cannot compensate fodestis’ weaknesses at lower levels.
Besides the heterogeneity of the sample used fersthdy is another possible source
for this blurring of vision as regards the resolb$ained.

It is highly recommended, thus, to reproduce thexe of research with a more

homogeneous population and with due attentionudestts linguistic competence.
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Appendix 1: Schraw and Dennison's Metacognitive Awaness Inventory (1994)
Items included in the Metacognitive Awareness Inggn

1

| ask myself periodically if | am meeting my goa(sl)

2- | consider several alternatives before | answej). (M

3- I try to use strategies that have worked in the. &)

4- | pace myself while learning in order to have erfotime. (P)

5- I understand my intellectual strengths and wealase$®K)

6- |think about what | really need to learn befotegin a task. (P)

7- 1 know how well I did once | finish a test. (E)

8- | set specific goals before | begin a task (P)

9- | slow down when | encounter important informati¢ivS)

10-1 know what kind of information is most importaotlearn. (DK)

11-1 ask myself if | have considered all options wiseiving a problem. (M)
12-1 am good at organizing information. (DK)

13-1 consciously focus my attention on important imfi@ation. (IMS)

14-1 have a specific purpose for each strategy | (A€)

15-1 learn best when | know something about the tofi&)

16-1 know what the teacher expects me to know. (DK)

17-1 am good at remembering information. (DK)

18-1 use different learning strategies depending ersituation. (CK)

19-1 ask myself if there was an easier way to do thiafger | finish a task. (E)
20-1 have control over how well | learn. (DK)

21-1 periodically review to help me understand impottaelationships. (M)
22-1 ask myself questions about the material befdredin. (P)

23-1 think of several ways to solve a problem and deoihe best one. (P)



24-1 summarize what I've learned after | finish. (E)

25-1 ask others for help when | don't understand shingt (DS)

26-1 can motivate myself to learn when | need to. (CK)

27-1 am aware of what strategies | use when | studig) (

28-1 find myself analyzing the usefulness of strategihile | study. (M)
29-1 use my intellectual strengths to compensate fpmwaaknesses. (CK)
30-1 focus on the meaning and significance of newrmiation. (IMS)

31-1 create my own examples to make information moeammngful. (IMS)
32-1 am a good judge of how well I understand someth{bK)

33-1 find myself using helpful learning strategiesauttically. (PK)

34-1 find myself pausing regularly to check my compaesion. (M)

35-1 know when each strategy | use will be most effect(CK)

36-1 ask myself how well | accomplished my goals oheefinished. (E)
37-1 draw pictures or diagrams to help me understanideviearning. (IMS)
38-1 ask myself if | have considered all options afteolve a problem. (E)
39-1 try to translate new information into my own werdIMS)

40-1 change strategies when | fail to understand. (DS)

41-1 use the organizational structure of the textatpme learn. (IMS)
42-1 read instructions carefully before | begin a ta$X

43-1 ask myself if what I'm reading is related to whatready know. (IMS)
44-| reevaluate my assumptions when | get confusef) (D

45-1 organize my time to best accomplish my goals. (P)

46-1 learn more when | am interested in the topic. DK

47-1 try to break studying down into smaller stepM$l)

48-1 focus on overall meaning rather than specifitdS)



49-1 ask myself questions about how well | am doinglevham learning something new.
(M)

50-1 ask myself if | learned as much as | could haweeol finish a task. (E)

51-1 stop and go back over new information that isalear. (DS)

52-1 stop and reread when | get confused. (DS)

Note DK, declarative knowledge?K, procedural knowledgeCK, conditional knowledge;
P, planning; IMS, information management strategieg;, monitoring; DS, debugging

strategies; an#é, evaluation.



APPENDIX II: THE PILOT STUDY
THE QUESTIONNAIRE

Dear student,

You are kindly requested to fill in this questiomedo express your most sincere thoughts
about translation, how is it taught? And how younkhit should be taught? Your answers are
very important for the validity of the research are undertaking. As such, we hope that you will
give us your full attention and interest. You megksclarifications from the teacher whenever
you feel the need for that. Feel free to answearnyg language you want and don’t write your
name on the questionnaire you submit to your teache

Circle the choice that best represents your answéou are allowed only one choice. If,
however, you feel that more than one choice reprasgour answer, order your choices with
numbers from the most important for you to the léasportant. (write 1 in front of the choice
that best illustrates your answer, 2 in front oféhlchoice that comes in second position,...etc)

SECTION ONE

1-How do you evaluate your competence in English?
aGood b-Average c- Less than average d-1 don’t know

2-How do you evaluate your competence in Arabic ?
aGood b-Average c- Less than average d-1 don’t know

3-How do you evaluate your competence in Englistabfc translation?
aGood b-Average c- Less than average d-1 don’t know

4-How do you evaluate your competence in Arabigylish translation?
a-Good b-Average c-Less than average d-1 don’t know

5-How often do you read in English?
aEvery Day or More
b-One a week or more a Week
c-Once a month or more
d-Once two months or more
e-Every holiday
f-Never

6-How often do you read in Arabic?
a-Every Day or More
b-One a week or more a Week
c-Once a month or more
d-Once two months or more
e-Every holiday
f-Never



SECTION TWO

1-Why have you chosen to study translation?
aTo acquire a mastery of different languages.
bt like it
cTo work as a translator after graduation
d- Just a random choice
e- Somebody advised me to do so
f- Other

SPECIfY--mmm e e e

2-Have your expectations about translation (aseaiality) been met?
a-Yes b- No

3-If you answer in Q8 has been “No”, please say tvne:

SECTION THREE

1-Are you satisfied with the way your teacher tesciou translation?
a-Yes b-No

2-If your answer has been “No” in Q10, what do ylomk is wrong with the way s/he
teaches you this skill?
a- It is boring
b- It is not systematic
c- It has no clear objective
d- It is too complicated
e- It doesn’t cope with the actual level of the fesrs.
f- Other
Specify mem e e e e e e e e e

3-Do you expect your teacher of tutorial (TD) tadk you something about the theory
of translation?
a-Yes b-No

4-1f your answer in Q12 has been “Yes”, is it bessu
alheory helps me to understand how to improve.
b-It increases my overall knowledge of translation
c-It gives importance to my academic training



d-It explains translation problems in a more syst&naay
d don’t know
f-Other
Specify e

5-If you answer in Q12 has been “No”, is it because
a- It has nothing to do with practice
b- It adds to my burden of learning
c- | don’t understand its relevance
d- I don't know
e- Other

Specify e e L e

6-What is translation competence for you?
a- A good mastery of languages
b- A lot of practice
c- A number of rules to respect
d- A God gift
e- Other
Specify e

7-How do you evaluate your progress in translatiom the first year till now?
a- Little
b- Average
c- Great
d- Nothing at all
e- | don’t know

8-How often does your evaluation of your own tratish product match with that of
your teacher?
Always often sometimes rarely never

9-What do you expect from your teacher of transfato make you improve?



THE TRANSLATION TEST
Translate the following text into Arabic:

A Pause to Wonder

If Newton had not discovered the law of gravity, ulb somebody else have done so
afterwards? The answer to this question is a sese fpr even if Isaac Newton did not exist,
there would certainly be some who continue the warkAristotle, Galileo, Keppler and others,
until they arrive at these laws. Others contindedwork of Newton and arrived at what we now
know about the laws of physics and mathematicspite of this, one fundamental and basic
thing must be emphasized: all those people madesubgects they excelled in, and devoted
themselves to, their own mission and concern; apresgtly, accomplishing their inventions and
discoveries. It was not only because they wereugesi or brilliant, but because with all their
thinking, intellect, and sentiments they considetteeir subjects- mere subjects- as their only
worries and concerns.

If millions of apples had fallen on the head ofemigs like Pasteur, he wouldn’t have cared
or discovered the laws of motion and gravity. TiMsuldn’'t have been due to deficiency in
understanding or insufficiency of genius, but for extremely simple reason: All of Pasteur’'s
concerns and thinking were preoccupied with, anelctied to another subject that had nothing to
do with the motion and gravitation of bodies. Thene thing is true about Newton himself, for
he wouldn’'t have been able to discover germs bec#ugt was a subject irrelevant to his

thinking and far from the range of his goals.



THE POST QUESTIONNAIRE

Would you please answer the following questionatesl to your translation aptitude in
general and your translation of the teXtPause to Wondein particular Circle the choice that
best illustrates your answer. If you opt for mdnart one choice, order them according to their
importance for you (write 1 in front of the answvileat best illustrates your position, 2 in front of
the choice that is of second importance for you.).etc

1-How many times have you been reading the texirbgfou
started translating it?
a-Once (1 time)
b-Twice (2times)
c-Three (03) times
d-More than 3 times
ed have directly started my translation without rnegdhe whole text

2-If you have been reading the text more than ®&ydifnes, say why? Is it because:
a-l haven't understood it.
b-l wanted to have a clear idea about the aim oftiker, his
attitude and intention, where and when the taghihave been
produced.
c-My teacher advised me to do so.
d-To a have a clear idea of how | am going to traadlze text
e-To assimilate the maximum of information from ttest.
f-Other

Specify:

3-What do you do, in general, when you fail totlate a word or
an expression in the text?
a-l leave a blank for it in the target language.
b-I avoid using the original expression
c-l leaveitasitis
d-I make a guess whether right or wrong
e- | immediately ask for help.

4-Have you revised your translation before subngtit to your
teacher?
a- Yes b-No

-If yes, say why? Is it to :
a- Give it more naturalness in the target language.
b- Fill the blanks | left if any.
c- Check if I have translated everything.



5-Do you think that your translation of the texshmeen successful?
a-Yes b- No c- | don’t know

6-If your answer has been “No”, say why?
a-l haven't found solutions for many problems in tlgt.
b-I haven’t understood the original text.
c-'m not good in the target language (Arabic)
d-I have never done well in translation



Appendix Ill: The Actual Investigation

THE QUESTIONNAIRE

Dear students

You are kindly requested to fill in this questiomeawhose results are needed for research
purposes. You don't need to write your name onati®ver sheet; you just need to report the
same number mentioned on the translation test.sheet

The questions require from you either to tick tightranswer, to provide your own answer using
your own words, or to opt for a choice or moreha tist of choices offered by the examiner. In
case you choose more than one option, you neeldgsify them according to the order of your
preference (write 1 next to the most important clofor you, 2 next to the second in
importance,...etc).

You can answer in any language you want.

Part one:

1-What is translation for you? (Give a maximum twoitsece answer)

2-How do you evaluate your competence in transl&tion
a-Very good b-Good c-Average d-Bade-Very bad g-1don't know

3- If your answer in the previous question was "d"&®" say why?
a- | lack a good command of the languayénvolved
b- | can't see what is expected from onaciquire this skill
c- The teaching methodology of the teexlkdeesn't help
d- I'm not giving much importance anckation to learning.
e- | don't like translation
f- 1 don't really know the causes of mijludre to acquire this competence

4-How do you evaluate your progress in translatromfthe first year till now?
a-Very good b-Good c-Average aiB e-Very bad g-l don't know

5- Are you able to track your own mistakes in tratefe?
a- Yes b- No

6- How often does your evaluation of your own tratislamatch with that
of your teacher?
a- Always b-Often  c- Sometimesl- Rarely e-Never

7- If your evaluation of your translation rarely aver matches with that
of your teacher, say why
a-Teachers are subjective in their way of correctianslation
b-I don't know what is expected from me to do weliranslation
c-Teachers themselves do not agree on how theyateatiheir students' work
d-I'm rarely or never convinced with the correctairthe teacher
e-Other
Please SPECITY ... .. e



8 Say whether these statements are true or fatseding to you

a- Translation is not more than a ergstf languages T F

b- Translation problems are basicatlgabulary ones T F

c- Translation is a natural talent tten't be taught T F

d- After graduation, we are normatkpected to be able to translate all

types of texts without any ditfity T F

e-A good translation is the one tkatased on an exact rendition of the way
something has been said in thecsolanguage T F

f-A translator is not free to bringoaib any modifications to the original
form of the source message TF

Part Two:

Based on your translation of the text "Water Ctisisd on your knowledge of translation in
general, answer the following questions

1-How many times have you been reading the text2 13 >

2- Was there any word you couldn't understand withioe help of the bilingual dictionary?
A- yes b- No

How many words? 12 3>

3-Is the bilingual dictionary always enough to teacgood translation?
a- Yes b- No

4- If your answer has been ‘No’ in the previous dioes what else do you think a translator
might need?

5-Give an example of a problem you encountered ur y@nslation of the text "water
crisis":
€0 ciiiiiiieiieanennnnnann.l don’t remember

6-Did you succeed to solve it?
a- Yes b- No

7-How did you SOIVE It?.....cceeviiiiiiiiiiii | don’t remember.....

8- What do you usually do when you don’t succeetidoslate a word?
a-l find a way to omit it from my translation
b-I leave a blank for it
c-1 paraphrase it in the source language to fatdiits transfer in the target language.
d-l immediately ask for help
e-other
PlEASE S PO CITY ...ttt it e e e e e



9- How do you evaluate your translation of this #ext
a- very good b-good c-average d-baé-verybad g-1don'tknow

10-If you are not yet satisfied with your translatigsy why?
a-1 have never done well in translation
b- The text was difficult for me
c- There are problems I'm not suravensucceeded to overcome/solve
d- Time wasn't enough to finish mynsiation
e- | don't know
f- Other
Please specify..................

11-Is there any word , expression, structure, or sbimg of the like you have
retained from the text you have been translating?
a- Yes b- No

12-If "yes", what is it or are they?

Thank you for your collaboration



APPENDIX VI: STUDENTS ANSWERS TO THE OPEN QUESTIONS

A translation into English is provided for studémtsswers in Arabic. The translations, however,
reproduced as literally as possible students' arssviistakes found in these translations are
reproduced to give an exact and objective desonpif the students' ideas.

|- Students' answer to question 1 part |

1- "When | translate | feel that I'm playing likehinking play"

2- "translation for me, first it is my study. ké& it and | will do my best in order to succeedt'in
3-"translation is not only to write a text or atetaent with other language, but it is a real
dialogue between civilizations and cultures”

4- " It is to swim deeply in a source text to brimgt a new text that can be understood by other
readers and other cultures without making a bitpthce between the two texts".

5-" translate meaning and respecting the struciteo languages"

6-" it is the fact of moving from one language twther and keeping the same idea or meaning
faithfully”

7-" c'est transmettre un texte d'une langue a utre'a

8-" c'est intéressant pour moi parce que c'estegéata traduction qu'on peut transmettre un
message d'une langue a une autre"

9-" expressing the same meaning in another languége give the same meaning in another
language. We use some procedures like borrowing"

10-' translation for me is a means for knowingftireign language”

11-" pour moi la traduction est un réve d'enfand&udier les 03 langues et d'étre une
traductrice”

12-" it is an option to transfer an idea from aglaage to another to be understood”

13-"it is a science. It is the transfer of wordsnfra language to another and keeping the same

meaning"



14-" translation is an art or a work which the #iator does and not everybody can do it because
it has some requirements”

15-""it is an important speciality because it hedgguire other languages”

16-"it is to transfer words, texts from a souraaglaage to a target language”

17-" it is the operation by which we move wordsygdes and texts from one language to
another"

18-"to transfer a text or words from a source lagguto a target language”

19-"it is the transfer of meaning from a sourceylsage to a target language”

20-"it is understanding a message in a source &gguhen transferring it into a target language
and respecting the meaning and form"

21-"itis a good job. It gives me the opportuniyknow and learn different languages”

22-"it is a process by which a source text is rpregsed in a target text"

23-"it is the action of translating science or kiedge from a source language to a target
language"

24-"to change a text from a source language togetdanguage”

25-"it is the action of rendering a text from a s@ulanguage to a target language”

26-"1 think it is transferring words or texts fraansource language to a target language"

27-"it is transferring a text from one language aoother and to be equipped with some
knowledge and culture in all domains"

28-"the ability to reproduce texts from a sourceglaage to a target language with the total
respect of meaning and grammatical rules”

29-"it is a science, an art and a love of transtpind curiosity"

30-"for me, it is the art of transferring a texthvall its ideas and its meanings and also with its
used expressions and hidden meanings from a slaungeage to a target language with a perfect

mastery of both languages”



31-"is to leave the same feeling of a sourceiteattarget text by keeping also the mystery"
32-" for me, it is more than moving from one langeido another. It is used to bridge the gap
with other nations"
33-"for me, it is a very large domain which incluaeny things such as the knowledge of the
two languages and the two cultures”
34-"it is craft, an art and even a science. A cafit depends of each one's love, an art asait is
personal vision of each one (style of recreatiam)science as you need always more of
knowledge"
35- "itis a language art"
36-"it is an art"
37-"it is changing words from one language to aenth is also a way to practice language. For
me, it's an art that we need in our daily life"
38-" it is reproducing the meaning said in a sol@aocguage into a target language by respecting
the specificity of each language”
39-" for me, it is a very important speciality basa you're learning many languages that let you
more competent and understand the other who spedbkiteign languages”
40-"for me, it is craft that needs a lot of hardrkvand practice"
41-" it is a creation and a craft. You need to knew languages or more. To be in touch with a
general culture. This helps us to communicatefferéint people and for different purposes"
42-" it is to move from one language to anothehwdving the technics of the source text"

oaill e JUiaY) (53 (e s Opaill 4y galll il sle ) e qa Caagll Gaill I deal) paill dysai G 8 ke (4743

(a5l 8 Y1) Glaiil) f 30l 51 Jua)

It is the transformation of the source text intdagget text paying attention to the linguistic
structures of both texts and without betraying ahiginal text by making additions or deletions

(faithfulness in translation)



20 8 o) yin) wa AT AR ) AR (g it o AS e 85 (sl e AT AR ) e Bad B4y e Lo JB (o Bes 5144
REREI I RP ORI B-UPUS. AN -
Translation is the transfer of what is expressedna language in another language, that is the
transfer or a word or a text from one languageniattzer while respecting rules and instructions
used in translation and mastering the languages.
aed) ae Jalaill 48 Lialad 5 Cajlaall Baly 33 3k A 5 5 ,AY) aeYl il e ¢ Y1 o des 145
Translation is gaining knowledge of other natiandture and its is constrained by an increase in
knowledge and learning the way to deal with nations
Sl 5 5 AT Y Aad e ) 5 Jlaall 5 BUIY) i (5 a0 N Asd e 5 JAT ) G (0 JB A e 146
AT Aa] 8 L] A8lSa Ay Baley Aipme Aa) A Al B0l
Translation is a transfer from one text to anothed from one language to another by
transferring words and meanings and styles from language to another and substituting a
textual substance in a given language into an atgnt textual substance in another language.
AT A 3l i 6l g Al Al Aad e el o des 510147
Translation is the expression about language wdltifarent language, that is conveying what is
in a language into another language.
Apia ) CEY 48 jea 5 allaill AplSa) & 5 Galall i A Adlia) o jlaal) paand Ala s oo (Al das 51148
9 aa yiall AN 5 Apelaia) 5 Al LS L g Jadd aal 5 (jlase palbadn ol g anadd ellaad Y dund g8
BV Ay e G dhas 338 (5S04 2 )
Translation for me is the total of all the diffetdmowledge in different domains and it is the
possibility to know about foreign cultures. Thisasranch of study which does not make you
specialize and gain sound knowledge of one domaly lout of all domains whether political,
social and cultural and it is the translator who bang the gap between all the latter.

(S 5 i Ui Lo Loy LA (o Ginl O il om0 58 1 il e 51149



Translation for me is a hobby and a like that Id@ypll help me one day to achieve something
useful for me and for the others.
gl Aalll 5 o) all) (ailad 48 jae Ja s (5 5a1 ) Aad (e oIS J55 oo dea 5101250
Translations is the transfer of content from onmegleage to another provided one knows the
characteristics of source and target languages.
(Gl (4 jlms G 5 a5 Caagll ARl ) W) Al (e 23S i s des 151
Translation is the transfer of a content from ahmottongue to a target language and it is a
transfer between two different cultures.
Ll s Lo s 0 ARL ) 48 jadl) a5 5 AT AR Y o AR (B4 e L i (8-52
It is the transfer what has been expressed in enple's language to another language provided
one has a good knowledge of the languages henslatang from and into.
AR ) ALY AR (e i RS o dan 53
Translation is the transfer of a text from the iorad language to another language.
pnly O a el (g allaly @l 5 il Al o sin) ge (5 AT 48D ) 48] (g G gl Jiy i e den jill-54
AL
Translation is a science interested in the transfdexts from one language to another while
respecting the text message which requires thatahslator be faithfull.

Lo ISl e (Sl G (ol Led o 5 ol alal 1T W i ] ST 5 (o AT () A (e il J8 (o8 dan Sl 55 855
Translation may be a transfer of a text from omglege to another, but | consider it to be a tool
to learn languages and to like them, that is talile to speak in these languages.

lI- Students' answers to question4 partll:

1- "The dictionary leads to no sens, so the granpias a good role in translation”

2-" translation needs a big knowledge and a lopraictice. Therefore, we sometimes need a
dictionary to understand some words, but we hawetterstand the meaning of the text and the

context"



3-"we need to read much in the other language eactipe translation”

4-"the translator might need a good level in gramarad vocabulary and also his translation
must have a sens and a good structure”

5-" to have a good English and a good Arabic andet@able to combine between the context of
sentences. To be educated"

6- "the bilingual dictionary is not enough to reaxlgood translation because you must know
well both languages (source and target) besidesdtnectures and vocabulary"

7- "because sometimes we don't find the meanintpefwvord we research in our language or
another language (differences between cultures$o Ahe word can have many different
meanings"

8- "to do a good translation and correct transhayiou must know about the source language and
the target one, about the people, the culture trduditions...etc. all these enter in translation
because sometimes dictionaries are not able toagoggrect meaning"

9-" he needs knowledge about the text he will tegas This knowledge is a result of reading
books and having a large culture about each largjuag

10- "because there are some expressions he moslateawithin the context, and the word and
its explanation are not enough”

11-" the translator must need a previous knowlexfdgbe subject of the text he will translate and
he must know the two languages that he works with rust understand the writer's intended
meaning in his text"

12-" | should master the two languages well. | $thdne cultivated. | should have knowledge in
all domains. | must read books"

13-" monolingual dictionaries as well"

14-" he must need logical thinking. A specific laage. Access to context to make a better

choice for the words (restricted vocabulary)



15-" our culture in specific fields. Specific terimsspecific fields. We must deal very well with
both languages”

16-" a translator must have more documents. Heldhmave an opportunity to discover other
cultures in their home country in order to do welhis translation”

17-" the translator must need his own culture”

18-" le traducteur doit aussi savoir utiliser lanhe définition au cas ou il y'en aurait plusieurs
dans le dictionnaire et ne pas se fier qu'au diotdre non plus. Le dictionnaire doit juste étre
utilisé au cas d'oubli et en aucun cas se substtu&aducteur”

19-" | think that a translator don't waste his tilmeking for hard words but he has to carry more
about the meaning and make sure he's giving arieaning"

20-" the bilingual can give the words but it cayiite the meaning"

21-" he needs also to be cultivated in the langsiagel their grammar and vocabulary”

22-" the translator needs a background about theegbof the subject. He needs also knowledge
about his audience. He has to know how to avoictitie"

23-" we need to read more than 1time. Also we rieathderstand the meaning and having the
ability to transmit it"

24-" the translator needs to know the grammar gfign"

25-" the translator must be educated and detaiertaic degree of knowledge concerning the
source and target language”

26-" the translator must have a good vocabulary emgt know the grammar of the two
languages"

27-" we should read books so much and enlargemagination to find the correct translation
and choose the best one in addition to the wekkeotmation to the teacher"

28-" sometimes | need the monolingual dictionary"

29-" the culture (of source and traget languagenastery of the two languages™



30-" cela dépend aussi du niveau qu'a le tradudens la langue cible parce qu'on ne peut pas
construire une phrase en se basant juste sur tiorshaire"

31-" parce que le dictionnaire bilingue ne vousraopas le contexte et le sens exact voulu par le
texte original”

32-" parallel texts (context: the use of words amtext). A deep research in other fields such as
the scientific one. Dictionary of idioms.

33-" avoir un dictionnaire ce n'est pas suffisagitpétre pour savoir I'équivalent d'un mot dans
une autre langue mais pas plus que ca car il faupoendre le vouloir dire de l'auteur du texte.
Il faut capter le sens"

34-" must know two languages. The translator neadsonolingual dictionary. Must be
cultivated. Must read"

35-" the translator might know the context and iseexiactly this word or no other one and he
must give a good style of the text"

36-" first of all, to translate is to transform fnolanguage to another in this operation.
Translation may use many things like dictionary ibus not enough. He needs also his skills in
language, writing..."

37-" usually the dictionary doesn't really give thght translation which is the same to text
source. This is included in the culture of the laage. Me, | never search in the dictionary
immediately. | try to get the meaning by myselfdt | check it in the dictionary"

38-"the translator needs many things. He has tgylailittle bit of information about the text and
his culture from where the writer...and also vocabylagrammar, transformation from a
language to another equivalence (like proverbs...)

39-"translation doesn't depend on words but on mgaand the translator must understand the
meaning of the text and doesn't focus much on wtrdsmselves which may lead to incorrect

meaning"



40-" the translator might need a background knogdedf languages. Know the level of
audience (to whom he translates), the dynamic atgnees in both SL and TC.
41-" a translator must have all ideas about thgestiand he must know the nature and writer of
the source text (culture, religion). And he musski#led and intelligent.
42-" a translator might need a lot of talent. Fraraple, he might have a good dictionary of
meaning in his mind"
43-" on a besoin de notre culture et d'amélioren nacabulaire parce que la traduction n'est pas
de mettre mot a mot. On cherche le sense"
Bl & Lgmaa g i (ST 583yt Al ine 2a lia (Y ALalS & jle an 55 Gasal 8 s OIS o1 J 3l 44
ehla Sl Caliae i) S el iy
For me, if there are dictionaries liable to trateslfull expressions because there you find the
meaning of the individual word but once put in edtwith the same meaning the meaning
becomes wrong or different.
sl Ul (e Ll 23 Y g ac ) gl 522D 5 Jlaall Cam e Bl (e (STl e Y A g A 55 ) (a5l 45
Alea i dbmy 58 (3 g gam gally an el 48 jae oo Liad ad Y1 5 ¢ Sise i
To reach a satisfactory translation one must hagea mastery of the language in terms of
meaning, rhetorics, grammar, and one must alsoepesa personal and effective style. Most
importantly also is to have a knowledge of the sabjnatter one is translating.
3ol agal 055 () Ll iy A ARl acina 5 A U le 5% Of Lt (Sl 5 Apia ) clalll &) ) #lias46
Lty Js Sl aamy iy (550 13S 5 puivuall (3830 5 ABaliall AlaY1 5 aladl (py 5SEIL dac e
He should master well foreign languages. He shbai& knowledge about his own environment
and that of the language he is translating intonttdist have a competence sustained by a general
training, true faithfulness, constant verificaticand taste. He should respect the number of

words and their values.



Coagl) Aalll ol o 5 LS 5 laae) 8 5 el dan i) &y A Aadl) 5 W) sl e 25 JS i Gom o aa il e 47
o Apmailly (S oy Caagll AaY A Tl g pa) el 5 paill e G ey o Al an LS il il
The translator should after all know his mothergiom and the language he is translating into,
and its rules, cultures and to speak the targejulage as if his own language. He should also
know rules of grammar (coordinating conjunctionsin.jhe target language which is a problem
for me.
& Ll L 5 AS S Y aa iy o dasially JHAI ) il imy 13a ey O 5 Lidad LS3 (65 (0 il le-48
Lasany i Glud) 55 S lra Led Al S8 (il ixs
The translator should be very intelligent and ustderd the exact meaning intended by the writer
or speaker then translate because every word ©i@svit context in the overall meaning of the
text. Every word has different meanings that ohly tontext can determine.
o salill o LS Alaadl 8 Laalag) ) yall Al Linia 5 13) (laa¥) (a8 daa 5l e Laila Lae Ly W s salill 149
DS (e Lanslial LIS o) 8 aialyi 5 an yiall 486 e i i 13gh | inall Ji,
The dictionary does not help us always in transtatSometimes if we put the word we want to
translate as it is in the dictionary, the meaniny get distorted. This is dependent on the
translator's knowledge and intelligence in selectuords appropriate to the context.
Ga el 2o gl A JSLae s A8l 5 Aspnall dea il A4S 48 jaa Gaoh e Y aed ) zlisg aa jiall-50
Ay DY) 5 ST Jaall 5 Ganl) Cand g
The translator needs the teacher's help to knowthawmanslate correctly in addition to solving
problems in grammar. As on his part, he should nrasearch and work harder and rely on
himself.
Laila Ll 13 e nall ¥ (imall o anall o 0¥ 5 Aalll (g LiSatia el oS (g0 20 Al 5 480 5 dan i e Jsaanll 5]
osalall )
To get an adequate and correct translation youldh@yve a good command of the language and

you should look for meaning not form, that's why alsways resort to the dictionary.



lll- students' answers to question 12/part It (students' answers to this question have been
faithfully reproduced here with their original nmakes)

1-business, a current, World Vision, needs, cnsager, people, agriculture...

2-water challenge affects.

3-to increase awareness/as long as people believater/community/world water forum
4-correcting measures still can be taken.

5-scarcity but before | found it in the dictionatytranslate its meaning and | found that the
meaning | bring is near to the word found in thetidnary.

6-awareness

7-huge, wasted, scarcity.

8-water crisis

9-scarcity

10-the current state of affairs, correcting measure

11-water is everybody's business/increasing awasene

12-water is everybody's business/increasing awaségleost/zhenever.

13-sometimes expression and structure and sometitaeense also.
14-obviousl/lifestyle/urbanization/huge consumptiaater is human's business.

15-water is everybody's business was one of therlessages of thé2world water forum.
16-increasing awareness/bound to increase/water momity/key messages/everybody's
business/domestic use.

17-the water is the business of everyone.

18-almost, everywhere water is wasted. They belss@ess to water is obvious and a natural
thing- wasted-scarcity.

19-water is everybody's business, everywhere wateristed (sic)/ people are not facing water

scarcity.



20-1 haven't understood its moving from idea to rilegt one, as in every new one he put a full
stop, however in Arabic we can't put an end andaresseveral times there will be a
segmentation at the end, no coherence.
Words such as: consumption/scarcity/awareness/bound
Expression or structure no as I've said its mowog) one idea to the other wasn't good, there
was no coherence and a logical movement. From mgamis, from now we have to be careful
when we use water!
21-there is a water crisis today but the crisi:io$ about little having too satisfy our needs/
almost/wherever.
22-the first sentence in the second paragraph

The last sentence in the last paragraph
23-water crisis/peoples think that water is an obsithing.
24-water crisis/water is the business of everykaelysion maker/management of
water/scarcity...
25-water fresh/whatever/scars water...
26-with world state affairs/beef/l forget some loéin
27-the crisis is not about little having too satistir needs/1kg of beef consumption 13000litre.
28-comsption/crisis.
29-water is everybody's business/water crisis.
30-to increase/forum/freshwater/water communitjdag as/lifestyle/mostly/domestic use.
31-freshwater/Z world water forum/urbanization/access to water.thwthe current state of

affairs.
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Le Résumé :
Le role de la métacognition dans le développement de la compétence des étudiants en

traduction

Cette recherche vise a examiner le role qu’a la métacognition dans le développement
de la compétence en traduction chez les étudiants de troisieme année licence traduction de
I'université Mentouri de Constantine. Nous croyons que les étudiants dotés d’une
connaissance métacognitive adéquate sont plus apte a produire de bonnes traductions en
comparaison avec ceux dotés d’une connaissance métacognitive superficielle ou inadéquate.
Pour aboutir aux réponses requises, nous nous sommes inspirés des travaux de Flavell (1976,
1979) et de Shraw and Dennison (1994) qui font la distinction entre le savoir métacognitive
en rapport avec les connaissances déclaratives et le savoir métacognitive en rapport avec le
contrble et la régulation de I'activité cognitive elle méme. Flavell, par exemple, divise la
métacognition en trois composantes principales, a savoir la connaissance de la personne, la
connaissance de la tache et la connaissance des stratégies.

La connaissance de la personne, dans notre cas, est centrée sur la connaissance qu’ont
les étudiants sur leurs aptitudes en traduction, leurs points forts ou leurs points faibles....etc.

La connaissance de la tache est concernée par le savoir qu’ont les étudiants sur les
particularités de I'activité de traduction, sa nature, ses méthodes et approches, ...etc.

La connaissance des stratégies, quant a elle, met en relief le savoir qu’ont les étudiants
sur les moyens d’activer leurs stratégies acquises et les mettre au service des buts tracés.
C’est en quelque sorte savoir gérer son potentiel et son action pour résoudre un quelconque
probleme traductionnel.

La présente étude est basée sur un test en traduction et deux questionnaires jumelés
(le premier concerné par la phase pré-test et le deuxieme par la phase post-test). Le
guestionnaire est spécialement congu pour déceler les caractéristiques du savoir
métacognitif qu’ont les étudiants sur leurs aptitudes personnelles, leur progres, leur capacité
de détecter leurs fautes et juger leurs performances, leur savoir sur la traduction en général
et sur les différentes stratégies applicables ....etc. Le test vise a diagnostiquer la compétence
des étudiants en la matiére et de vérifier les réponses dans les deux questionnaires.

Les résultats ont met en évidence ce qui suit :



Les étudiants sont dotés d’un savoir métacognitif raisonnable, en général, surtout par
rapport aux connaissances qu’ils ont de leurs aptitudes et sur la traduction comme telle.
Cependant cette connaissance reste superficielle et non suffisamment adéquate pour gérer
leur ressources et les mener vers le succes de leur action. Les étudiants ont encore besoin
d’étre guidé et dirigé pour arriver a des solutions. lls ont une connaissance des stratégies de
la traduction mais ne savent pas les mettre en application. Ceci dit, la troisieme composante
de Flavell concernant le savoir stratégique peut étre a I'origine des probléemes rencontrés
par les étudiants dans I’exercice de la traduction.

En outre les étudiants en bas de I’échelle (ceux qui ont obtenu des notes faibles) sont
plus exacts dans I'évaluation qu’ils donnent sur leur niveau ou rendement. Par contre les
étudiants qui ont obtenu des notes moyennes montrent beaucoup plus de fluctuations dans
leurs évaluations. Donc, un savoir métacognitif exact avec un niveau linguistique inadéquat
ne peut étre bénéfique pour I'étudiant.

En revanche la motivation personnelle s’est révélé un facteur primordial dans la
capacité des étudiants a comprendre leurs besoins et leur potentiel actuel. En effet, les
étudiants qui attribuent leur succes et échec a eux-mémes sont plus conscients et capables
de donner une image exacte de leur performance et de leur rendement, tandis que les
étudiants qui attribuent leur succés ou échec a des facteurs externes qui échappent a leur
contrdle sont moins capables de donner une évaluation objective sur ce gu’ils peuvent
réaliser ou ce qui leur manque pour s’améliorer.

Les résultats obtenus peuvent étre utiles pour expliquer la fagon par laquelle nous
pouvant développer la prise de conscience chez les étudiants et la mettre au service de leur
compétence en traduction. lls peuvent aussi étre utiles pour I'enseignant en quéte de
comprendre comment qu’il peut faire bénéficier ses étudiants de son cours de traduction et
guelle méthode devra t-il adopter dans I'’enseignement de cette matiere. En tout, I'étudiant
devra pouvoir profiter pleinement de la possibilité d’apprendre a devenir autonome et de se
prendre en charge par lui-méme lorsqu’il quitte les bancs de l'université ou s’affronte au

milieu du travail.

Mots clefs : métacognition, prise de conscience, compétence en traduction, enseignement

de la traduction.



