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ABSTRACT

In the 20" century, several researchers argued that translation could not be considered a useful
pedagogical tool in second and foreign language teaching. Over the last few decades,
however, there has been ongoing research reassessing translation practice in language
classroom. The aim of the current thesis is twofold: firstly, it attempts to explore secondary
school teachers’ attitudes towards the use of translation as a teaching aid in English language
classrooms to improve not only students’ writing skill but to foster English as a foreign
language learning in general. Secondly, it sheds light on the importance of translation in
identifying students’ common writing errors and how it can be successfully employed to
improve their foreign language writing performance. The data were collected through a
questionnaire addressed to secondary school teachers working in different cities in Algeria to
gauge their attitudes towards the usefulness of translation in EFL classroom. To endow this
research with a practical dimension, an empirical study has also been conducted with the
active participation of third year foreign languages students in Belaouinet Mohamed
secondary school in Sig, Mascara, who were provided with Arabic texts of different genres
and types to be translated into English. The findings report the positive attitudes of teachers
towards the usefulness of translation in EFL classroom. Translation activities that have been
practised with the students showed a clear evidence of the effectiveness of translation in
raising students’ awareness of their common writing errors and in helping teachers determine
the areas of writing deficiencies. A number of translation activities that secondary school
teachers can judiciously and purposefully try out in their classrooms to overcome the
difficulties in writing classes have been suggested. The present work is an attempt to address
in a methodological fashion the topic of pedagogical translation in language teaching which

continues to be the focal point of a heated debate among researchers.

Key words: Foreign language teaching, pedagogical translation, error analysis, writing skill
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RESUME

Nombreux étaient les chercheurs du vingtiéme siecle qui prétendaient que la traduction ne pouvait
étre congue comme moyen pédagogique susceptible de contribuer a 1’opération d’apprentissage
des langues étrangeres. Au fil du temps, moult recherches réévaluant la pratique traduisante ont vu
le jour, démontrant I’efficacité de la traduction comme outil pédagogique. Le but de la présente
these est double: d'une part, elle tente d'explorer les attitudes des enseignants du secondaire envers
I'utilisation de la traduction comme outil pédagogique, et ce dans le but d'améliorer et la
compétence des étudiants en écriture et de promouvoir I'apprentissage de la langue en général;
d’autre part, elle fait la lumiére sur I'importance de la traduction dans le repérage des erreurs
d'écriture et comment elle peut étre fructueusement utilisée pour I’améliorer. Les données ont été
recueillies au moyen d'un questionnaire s’adressant aux enseignants du secondaire afin de jauger
leurs attitudes a I'égard de la traduction. Une étude empirique impliquant des étudiants de
troisieme année (langues étrangeres) du lycée Belaouinet a Sig, Mascara a également été menée.
Ceux-ci furent les récipients de textes arabes de différents genres pour étre traduits en anglais. Les
conclusions indiquent des attitudes positives quant a l'utilité de la traduction. Les exercices de
traduction démontrent l'efficacité de la traduction pour sensibiliser les étudiants a leurs erreurs et
aider les enseignants a déterminer leurs lacunes. L'auteur suggere des exercices de traduction
visant des objectifs précis que ces enseignants peuvent tenter dans leurs cours pour que, d'un coté,
leurs apprenants puissent surmonter les difficultés en écriture et, d'un autre c6té, faciliter le
processus d'enseignement de I'écriture en anglais. Le présent travail est une tentative d’aborder le
sujet de la traduction pédagogique dans I'enseignement des langues de maniére méthodologique,
sujet qui continue d'étre le point central d'un débat suscitant une profonde controverse parmi les
chercheurs et spécialistes du domaine.

Mots clés: anglais comme langue étrangére, traduction pédagogique, analyse des erreurs,

performance en écriture
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GENERAL INTRODUCTION

Algeria, like many countries in the world, recognizes the necessity to teach English as
a foreign language because of political, economic, communicative and educational reasons.
Thus, English has been integrated in the Algerian educational system and introduced as a

compulsory subject starting from the first year middle school level.

Algeria is characterized by a rich linguistic diversity that makes it one of the most
prominent multilingual countries in Africa. Classical Arabic was adopted as the national and
the official language of the country since the country's independence, an adoption stated in
article 3 of the Algerian constitution, alongside Berber in its various forms (Kabyle, Chaouia,
Tumzabt), the language and the dialect of many groups in North Africa and the west of the

Nile river, which became an official language since 2002. (Journal officiel, 2002:11).

Algerian Arabic is the dialect that is spoken by the majority of Algerians in their
everyday life. Besides, French language occupies an important position in Algeria as it is used
by the Government, by the agencies revolving around it, and by the different media outlets. It
is also used in education and even in the daily life of Algerians as part of the legacy that
French colonization left in Algeria over a span of 130 years from 1832 to 1962. Starting from
the new millennium, French began to lose its status as a prominent language in Algeria
because of the incursion of English as a foreign language in the second year of the primary
level where learners were given the choice to study either French or English. It did not come
as a surprise to see that the majority of learners were assigned French as their parents, who
provided guidance to their children, believed that teachers were not well-trained to teach

English to young learners.



Over the last two decades, English language has gained ground and pushed French to
the margin. The prominence and the rapid spread of English in different parts of the world is
primarily due to globalization that necessitates the use of a common language (a lingua
franca) for communication and interaction across borders in different domains of human
activity such as economy, politics, education, and technology. Hence, Algeria could not
remain cut off from the rest of the world by confining itself to French and had to adopt a
linguistic paradigm shift by allowing for a more serious but gradual inclusion of English into
Algerian schools .As to French, this language is taught as the first foreign language as of the
third year primary level. It is a compulsory subject in which pupils are tested in their final
exam in the fifth year of the primary level and even in their final exams of both the middle
and the secondary level. However, Algerian learners are taught English as a second foreign
language for four years in the middle school and three years in the secondary school. At the
university level, students in different faculties such as psychology, sociology, medicine,
economic sciences, law and English for specific purposes (ESP), are having English as an
integral part of their syllabus, the design of which has always been the teacher's responsibility
despite its daunting nature. Usually, teachers overcome the unjustifiable absence of ESP
curricula in most university departments by conducting needs’ analyses to address the
increasing language demands of students seeking admission into specialty programmes of all

kinds .

In so far as the objectives of teaching English in Algerian secondary schools are
concerned, the aim of teaching English to secondary school students is to help them use the
language for interaction and communication with people of other cultures in different parts of
the world. Mastering English will enhance their cross-cultural awareness and help them

become more accepting of others and more tolerant of their differences. The aims of teaching



English are to help our citizens integrate modernity through their active participation within
the global community of English users, aims clearly conveyed in the third year secondary

school English curriculum.

In addition to its importance in accessing science and technology, English is taught to
help students acquire the linguistic and communicative language skills, promote critical
thinking and broaden their knowledge which allow them to be active citizens who can better
represent their country in the external world, and what better way of aspiring to this
representation than mastering the skill of writing. The reality, however, offers a different
landscape. Students encounter many difficulties in writing and translation when they choose

to study English as a foreign language studies or translation studies at the university.

Secondary school students’ weaknesses in English writing may be related to the
inadequate teaching methods and the environment in which a writing task is done. Moreover,
students, themselves, may justify their lack of motivation in writing classes by their weak
qualification in English and, sometimes, by the teacher’s lack of interest. In all likelihood, the
influence of the mother tongue, on the other hand, and the students’ inability to distinguish
between English structure and that of their native language result in their producing an ill-
structured composition. Translation, in this respect, may be a good aid if it is well-presented

in EFL classroom to serve writing.

In the classroom reality, writing in Algerian secondary schools is given less
importance than the speaking skill. As a matter of fact, this makes writing a supplementary
activity to consolidate what has been covered in the teaching unit, especially the grammatical

points to which the learners have been introduced. This insubstantiality of the practice of



writing in EFL classroom and the absence of a bridging mechanism between theory and
practice result in students having poor basic writing skills. It is, therefore, not surprising to

say that most of secondary school students are unable to write error-free sentences.

In the light of the above introductory remarks, it may be high time to shift the compass
towards a potential relevance of translation in the EFL classroom for the latter has long been
regarded as an ineffective teaching tool due to its misuse and overuse in the heydays of the
grammar-translation method. It has been criticized for emphasizing writing at the expense of
speaking and favouring accuracy rather than fluency. The failure to understand the purposes
and the principles that should characterize any translation activity induced teachers and
syllabus designers to advocate a monolingual foreign language teaching. However, in the last
few decades, there has been increasing research on the re-evaluation of the integration of
translation in English language teaching classroom. Though many studies report positive
evidence on the usefulness of such a teaching tool in foreign language classroom, translation
has no official place in Algerian secondary schools as a purposeful and a principled activity.
This thesis attempts to explore the relevance of translation as a pedagogical aid to improve
students’ writing skill and, thus, bridge the gap between the literature supporting the use of
translation in English language teaching and its practical ramifications on the ground. Based
on secondary school teachers’ positive perceptions and the findings drawn from the empirical
study conducted by the author of the thesis, some effective guidelines and practical activities
on how to successfully integrate translation in enhancing students’ writing skill are suggested
considering the up-to-date literature and the ongoing research in the field of translation and

language teaching.



1. Purpose of the Study

The purpose of the current research is to study the potential relevance of translation as a
useful tool in the teaching of English as a foreign language. More precisely, it aims at
exploring secondary schools teachers’ perceptions on translation as a crucial teaching tool in
an EFL context. It further aims at investigating the usefulness of translation in improving
secondary school students’ writing skill and, ultimately, at exploring the relevance and the
effectiveness of translation as a purposeful teaching activity. Students’ poor performance in
writing, to which a section is devoted in a subsequent chapter, highlights the need for
conducting empirical studies in order to identify the difficulties that they face and how to
solve them. The main objective of this study is not only to explore the role of translation in
foreign language teaching FLT, but also to discuss what must be given to learners as teaching
material. In other words, a number of techniques and activities will be suggested on the basis
of the learners’ needs. Part of the research, therefore, will deal with analyzing the errors made
by learners and which, the author of this thesis trusts, will serve as a valuable tool to
implement recommendations likely to help the students be aware of their common errors and
how best they can avoid them. In a nutshell, the study’s focal point is to provide ways of

implementing translation in EFL classroom to reach the already mentioned goals.

2. Research Questions
Based on the objectives of the study mentioned earlier, this research will attempt to
answer the following questions:
1. What are secondary school teachers’ attitudes toward translation as a pedagogical

aid in English classes in general and in writing in particular?



2. Can translation be introduced as a teaching activity that promotes the learners’
proficiency in writing? In other words, how can translation contribute to effective
teaching outcomes in writing?

3. Lastly, how can translation be successfully integrated in the EFL classroom to

improve the secondary school students’ writing skill?

3. Hypotheses

As a result of the interrelation between foreign language teaching and translation, the
above research questions need to be explored through empirical studies. The following
hypotheses are suggested as tentative answers in this respect.

1. Secondary school EFL teachers may have a positive attitude toward the use of
translation in EFL classes.

2. Translation may be a relevant activity that improves third year secondary school
students’ writing skill through developing their cognitive skills as well as raising their
awareness of the nature of their common errors, due mainly to their first language
interference so that they may avoid them through practice.

3. Purposeful and judiciously suggested translation activities enable third year secondary

school students to achieve good results in writing in English as a Foreign Language.

4. Significance of the Study
Based on the different aspects of translation and foreign language teaching, this study,
it is hoped, will provide a comprehensible data so that our understanding of the role of
translation in language pedagogy can be expanded. The relevance of the theoretical
framework of translation to language learners should be dealt with in order to provide

teachers and language practitioners with a broad understanding of the nature and the



implications of such issues so that they can avail themselves with the theoretical background
likely to help them reach their pedagogical objectives while taking into account the learners’
preferences and the teaching context. Additionally, this study will also shed light on how
translation, if appropriately used, can be part of regular classroom activity. This will raise the
teachers’ awareness of the importance of this tool in successfully structuring the teaching of
writing skill so that the learners’ proficiency in using English as a foreign language can be
built. More importantly, the result of the present study will be useful for students and teachers
in order for them to have an idea about the usefulness of translation activities that promote the
foreign language writing skill and, thus, minimize linguistic interference between the
students’ native language and English. Teachers may utilize the suggested guidelines to
design appropriate teaching activities that motivate students to write better English. Finally,
curriculum designers may be more informed about the benefits of introducing translation as a
regular pedagogical tool that can be conducive to developing language skills in EFL

classroom.

5. Research Methodology

In an attempt to answer the research questions and obtain appropriate results that serve
the aim of this study, a questionnaire has been addressed to 65 secondary school EFL teachers
to analyze their attitudes toward the use of translation in English classes. Besides, an
empirical study has been carried out to investigate the usefulness of translation as a
pedagogical means to achieve good results in writing for the secondary school learner in an
EFL context. The participants are 30 third-year secondary school students enrolled in the
Foreign Languages branch whose mother tongue is Arabic. They all belong to the Foreign
Language stream at Belaouinet Mohamed High school in Sig, Mascara, are of mixed gender

with an age range between 16 to 20 years old. For the practical part of the research, these



participants have been provided with some samples of different types of Arabic texts to be
translated. The models or rather the translation strategies have not been determined to them.
Interestingly, students have been informed that their translated texts will be under scrutiny.
Samples have been collected and analyzed to identify their common errors in order to come
up with a proposal for practical translation activities that aim at improving the learners’
writing skill in the foreign language. Another aspect of the present study is to discuss the
history of translation in English foreign language teaching. In this respect, the author of this
thesis tries to show how translation was part and parcel of the Grammar-Translation Method,
known as GTM, and how it later on fell into disrepute with the advent of communication-
based approaches to language learning and teaching. Then, the author attempts to present
arguments in favour of including this methodology in EFL teaching in the post-

communicative paradigm.

Being a holistic activity, translation, by way of variety of exercises, helps learners pay
attention to both the source and the target text and may raise their awareness of both form and
meaning in context so that they may improve their writing competence. This is vital for
detecting the learners’ common errors and finding appropriate mechanisms to solve them. In
this respect, practical suggestions on how to integrate translation in EFL classroom have been
put forward. By introducing these guidelines, learners can overcome the challenges that
hinder their progress to achieve a better writing proficiency. Learners’ responses to the
material to which they have been exposed (different types of texts to be translated) have also

been presented.



6. Structure of the Thesis

This thesis is organized into six chapters in which the section ‘Introduction’ is a brief
overview of the background, the problem and the objective of the current work. It also
discusses the status of English in the Algerian secondary education, especially in third year
classes and provides a summary of the main objectives of teaching English to secondary
school students in Algeria. It also explains how the writing skill is taught under the principles
of the Competency- based Approach (CBA). Chapter one is reserved to the theoretical
framework on the notion of translation, its models and the roles it serves in people’s daily life.
A historical perspective of translation in the different teaching methodologies as well as the

theoretical work supporting its use in EFL context have also been discussed in detail.

This chapter examines the different types of translation at the core of heated
controversies in the history of translation studies. The first section of chapter two is devoted
to writing in second and foreign language. It reviews the place of writing in second language
acquisition theories and summarizes the research that has been done on second language
writing. It presents the different approaches to teaching L2 writing, its models and importance
in second and foreign language learning. Students’ writing difficulties in EFL classroom have
been briefly listed. The second section of this chapter is devoted to error analysis, its
procedure and importance in the language teaching and learning process. The distinction
between errors and mistakes, as demonstrated by a number of studies, is presented. This
section also discusses the learners’ types of errors and their sources of occurrence in writing.
It concludes with reviewing the most significant criticism that error analysis has received in
history. In chapter three, early perceptions and current views of translation in EFL classroom
have been presented. The researchers’ arguments favouring and disfavouring the use of
translation in foreign language teaching along with the traditional reasons against using the

learners’ own-language as part of teaching a foreign language have been examined in depth.
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This chapter ends with discussing text typology and its relevance to translation. Chapter four
describes the research methodology used in this study. After introducing the aims of the study
and the participants, this chapter explains how data are collected using teachers’ questionnaire
and texts for translation that have been selected on the basis of selected criteria. It briefly
discusses the model of error analysis used in this study to identify and categorize the students’
errors as well as the main characteristics of Arabic language according to Sofer and Raimes
(2002). Chapter five deals with data analysis of both the questionnaire and the texts destined
to third year foreign languages students. The current thesis ends with chapter six, which
summarizes the general findings of the study and suggests a number of recommendations on

how to use translation to improve students’ writing performance in English.
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CHAPTER ONE: THEORETICAL FRAMEWORK OF TRANSLATION

Introduction

This chapter reviews the literature on the different aspects of translation and its
relation to language teaching. It sets off with the definition of translation and its models and
then sheds light on the historical perspective of translation in the different teaching
methodologies and laying special emphasis on the work that supports its use in EFL
classroom. The roles of translation as a communicative, cognitive, cultural and intercultural
experience are discussed. Besides, the chapter examines the various types of translation

suggested by researchers.

1.1. Definitions of Translation

Much of the current research on translation is centered on what has come to be known
as the nature of translation. Serious and extensive thinking about the definition of the term
implies a complex journey through different disciplines. While some scholars define it
according to its nature, others define it according to the functions it serves. Translation, in its
broad sense, is the transfer of meaning from one language to another and comes from the
Latin origin “translatum”, the equivalent of the English word “transfer”, which means “to
carry across”. Proponents of the linguistic models of translation (Vinay and Darbelnet (1995),
Newmark (1988), Mounin (1964), to cite but a few, consider translation as a process of
linguistic formulation in which the translator reproduces a message conveyed in the source
language text (SLT) for the target language (TL) readers and makes it accessible by paying
close attention to all the grammatical and the lexical features of the source language text in

finding equivalents in the target text.
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Larson (1994:4685) states that” Translation of a text in one language into a text in a
second language would seem to be a linguistic process”. Along the same lines, Newmark
(1988:5) claims that “translation is the rendering of the meaning of a text into another
language in the way the author intended the text” Newmark is highly influenced by the theory
of language that views translation as part of the field of applied linguistics. In this regard, he
highlights the importance of two distinct factors. The first factor points to the fact that the
translated text has a referential dimension in as much as it refers to some slice of reality or
“truth”, and the second factor is the difference that exists between two or more languages in
reflecting this reality. That is to mean that an original text and its translation refer to the same
reality because both of them encode the same mental and/or physical representation.
Newmark (1999:152) further suggests another definition to the term saying that translating is
“to cause what was stated in one language to be stated in another, with the purpose of
achieving the semantic and expressive equivalence of both statements” (in Anderman and
Rogers, 1999). This definition seems to be a narrow one as the author limits it to include only
translation between two languages. In other words, Newmark excludes the other kinds of
translation that occur within the same language and culture. He confines his definition to the
notion of translation proper, with much emphasis on the idea of equivalence that is widely

discussed in Zethsen (2004) and Snell-Hornby (1995).

Much criticism has been raised in this respect, for a number of scholars argue that
translation is not always only an “interlingual process”, but it is an operation that takes place
even within the same language through paraphrasing, rewording, summarizing, etc. Schaffner
(1999:98), in a reaction to Newmark’s viewpoint, states that the meaning of the concept
‘translation’ implies not only interlingual translation, but puts forward a definition that goes

beyond what was traditionally considered as translation proper.
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In a different move, Bell (1991:.xv) sees translation as “the transformation of a text
originally in one language into another equivalent text in a different language. The content of
the message and the formal features and functional roles of the original text are retained”.
Bell’s definition relates translation closely to linguistics in the sense that it is one of its
processes that involves re-creating the text from a formal and a functional point of view. In
addition, Bell considers translation as the expression in another language of what has been

expressed in another source language, preserving semantic and stylistic differences.

Catford (1965:40) also claims that translation is the replacement of a textual material in
one language (SL) by an equivalent textual material in another language (TL). He adds that “it
is an operation performed on languages, a process of substituting a text in one language for a
text in another” (ibid: 20). This idea, drawn from comparative linguistics, focuses on inter-
lingual translation while it neglects other categories that concern the same language. This
view is further elaborated by the Russian—American structuralist Roman Jakobson in his
paper “On Linguistic Aspects of Translation”. Jakobson (1959:114) suggests three kinds of

translation:

1. Interlingual translation or translation proper, that is the focal point of translation
studies, occurs when we rephrase a text from the source language (SL) using another in the
target language (TL).

2. Intra-lingual translation, or rewording as it is called, refers to the interpretation of
verbal signs by other signs belonging to the source language. It is used mainly to explain or
clarify what is written or said.

3. Intersemiotic translation, or transmutation, is the interpretation of verbal signs using
non-verbal signs i.e. verbal signs/a text that is translated into a painting, a piece of music, a

movie, etc.
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Jakobson (1959) argues that translation can be considered as part of language
transaction. The meaning of any linguistic sign, he explains, is its translation into some
further alternative sign. Seeing that translation is inextricably related to communication,
Hatim and Mason (1990:3) consider translation as “a communicative process that takes place
within a social context”. This definition seems to be very broad as it doesn’t draw a clear line
between translation and other communicative activities such as paraphrasing and gisting (see
Colina 2015: 11). Translation theorists, overall, seem unable to provide a finite and
satisfactory definition of translation, which led Toury (1995:32) to attempt a more precise

explanation for the term. He hypothesizes that:

“all utterances which are presented or regarded as such within the target culture, no
matter what grounds under such observation, there is no pretense that the nature of
translation is given, or fixed in any way .What is addressed even in the longest run is not even
what translation is in general [his emphasis], but what it proves to be in reality [his

emphasis], and hence what it may be expected to be under various specifiable conditions.”

By specifiable conditions, Toury means some variables, such as time and culture, lead
to translation to take on various meanings. He later suggests that for a text to be a translation,

three conditions should be met:

1. The source text postulate: the existence of a source text in another culture or
language
2. The transfer postulate: the translation is derived from the source text through a

transfer process.
3. The relationship postulate: there is an inter-textual relationship between the source

language text and the target language text.
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As it has been briefly shown above, Toury’s definition offers a different perspective in
so far as it accords significant consideration to the cultural variables in which a translated text
is produced as well as to the influence that the recipient culture may exercise on the translated

text.

1.2. Models of Translation
Theorists of translation have come up with a broad array of translation models that
serve as a framework for the understanding of the translation process. Following are some of

the most seminal models that have marked the trajectory of translation.

1.2.1. Nida’s Dynamic Equivalence

Nida's (1969) translation model consists of three stages of cognitive processes. It
includes analysis, transfer and reconstructing. Relying on grammar, the learner decodes the
source text, transfers it through the encoding of the message into the target text, and finally
restructures and organizes the meaning accordingly into the target text. For Nida, this
approach is a more efficient method for the mastery of translation techniques. The first stage
in his model is analysis. Here, surface structures of the source language are analyzed in terms
of their formal relationships. Then, transfer is the second stage that takes place at the level of
the translator’s brain as it is a mental process. Restructuring is the final stage where the

transferred elements are restructured to form the final message in the target language.

Nida (1969), widely influenced by Chomsky’s Generative Grammar, considers that the
latter provides the translator with a frame for analyzing and describing the generation of the
different expressions in the target language. Chomsky (1965) claims that the deep structure

determines the meaning of the sentence as it contains all the information related to the
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semantic meaning. What is commonly known is that the deep structure explains all that is
implicit and ambiguous in the surface structure, but the latter is the source of the former.
Ultimately, Nida’s model denotes that the speaker encodes his message by putting meaning

into linguistic forms and the hearer decodes it by extracting the meaning out of these forms.

1.2.2. The Interpretative Model

The Interpretative Model is what the French theorists translate as “la théorie
interpretative” or “la théorie du sens”. The originators of this theory claim that translation is a
work on message. Developed by Danica Seleskovitch and Marianne Lederer (1989), the
method gained the favourable interest of scholars and translation practitioners. Here, the
whole process of translation is conveyed through what is known as Seleskovitch’s triangle. A
close observation of this triangle, one can understand how the process of translation functions
when approaching a given passage. Three distinct stages are clearly identified in this process.
In the initial stage, the translator understands the text in its source language then deverbalises
what has been expressed. Re-expressing the message in the target language is the final stage
in this process. In this context, the translator gives more weight to meaning over the linguistic
aspects underpinning the text. Moreover, the translator produces an equivalent message in
order to obtain the closest possible meaning as well as create, put crudely, an effect similar to
that of the source text on the original audience. In a nutshell, two processes are at work in the

interpretative model: understanding and reformulating.

1.2.3. Skopos Theory
Skopos theory is a functional method that has emerged in the 70’s of the last century,
with Katharina Reiss, Hans Vermeer and Christiane Nord being the pioneers representing this

new trend in translation studies. They believe that translation is a purposeful action whereby
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every act of translation is determined by a purpose without which it becomes valueless.
Exposing the Skopos functional model, Vermeer (1989:20) states that “fo translate is to
interpret / speak and write in a way that enables the text to function in the situation in which
it is used and with the people who want to use it and precisely in the way they want it to

function”. (cited in Nord, 2001)

Translation here is seen as an intentional, interpersonal, partly verbal and intercultural
interaction. Nord (2007:125) introduced the key variable of “loyalty” in Skopos theory; “It is
the translators’ commitment both to client and the text’s producers they work with and the
culture in which they work”. The idea of loyalty adds the intercultural aspect to Skopos theory
in the sense that the translator is expected to act as a mediator between the source and the
target culture, and he is accorded the responsibility to choose solutions according to the
purpose of his intention and his intended receptors. In summary, Skopos theory is an
integrated approach that foregrounds cultural and purpose-based variables. It is about
“communicating meaning rather than reproducing form” (Strauss 2004: xx). In other words,
it accords little or no attention to the linguistic structures. As it has been mentioned earlier,
these linguistic models of translation, while they do not form the core of this research work,

they do inform on the multi-faceted nature of translation.

It appears that translation scholars and theorists, each in his/ her own way, have, for
methodological purposes, attempted to define translation and the translational operation in
terms of varying factors that take into account notions such as fidelity, natural equivalence,
loyalty, cultural variances and what not. This, however, does not mean that we have to draw

finite conclusions, if ever, for the entire discipline of translation.
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1.3. A Historical Perspective of Translation in Teaching Methodologies

In modern language teaching methodologies, the use of translation has oftentimes been
relegated to a secondary position. Back in time , in the nineteenth century in particular, during
the heydays of the Grammar-Translation Method (GTM), translation enjoyed tremendous
success on account of its adoption as a means to learn classical languages (C. Macau:
2003).This method was used in the late 19" century with an emphasis on teaching grammar
through translation. The aim was to understand and learn the grammatical usage of the target
language better by providing meaning from the mother tongue. GTM, therefore, was
characterized by an emphasis on grammar rules and vocabulary with listening and speaking
activities pushed to the margins of the teaching/ learning process. This approach imparts a
false impression that fixed translation (e.g. word for word or phrase for phrase) is possible (A.

Maley: 1989).

In a world where there has been an unavoidable need for communication, the Grammar-
Translation Method showed significant limitations and led the way to the Direct Method to
come to light as a viable counterpart to its principles and procedures by the end of the
nineteenth century. The advocates of the new method criticized the overuse of the mother
tongue in teaching the second/ foreign language as well as the efficiency of the study of
formal grammar (Bowen, Madsen and Hilferly (1985:20 in Machida, 2008: 141). This method
gave more importance to the language input (the information that the student receives in the
classroom) rather than its output (the outcome of what the student has learned) and, more
importantly, it disfavoured the use of the mother tongue in teaching the foreign language.
A more detailed exposition of this method will be provided in the next chapter in relation to

translation pedagogy.
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The mid-twentieth century saw the emergence of yet another language teaching
method. The Audio-lingual Method, first introduced in the Army Specialized Training
Program (ASTP), developed during the Second World War when the USA became aware of
the urgent need for people to learn foreign languages as part of its military operations. Its key
principle was to prioritize the spoken rather than the written language. Because this method
drew its principles heavily from behaviorism, Chomsky (1959), in his cognitive approach to
language, strongly criticized the Audio-Lingual method for its claim that a child could not
learn a language only if he is naturally exposed to the language input. According to Chomsky,
a child must be born with a special language acquisition device (LAD) that helps him learn

any foreign code.

After the Second World War, researchers in the field of language teaching came up
with the Notional-Functional Syllabus, an approach that takes its basis also from Chomsky’s
theories. The proponents of this method state that learners should be exposed to a meaningful
input in L2 that has to be related to real-life situations along with providing them with a
natural setting (such as that of learning L1).Translation and explicitness of linguistic forms
were totally disregarded in this respect. Swain (1985), Hinkel and Fotos (2002) are among
others who have continuously criticized this way of learning another linguistic code and laid
great emphasis on the communicative nature of language. Learners learn the foreign language
after being provided with functional equations between the first and the second language
usage.

Recently, researchers and language practitioners have highlighted the need for
integrating explicit instruction into the communicative approach. Brown (1994), Larsen —
Freeman (1991), have discussed the importance of teaching grammar along with

communicative tasks. Doughty and Williams (1998:11) stated that “the focus on the linguistic
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form should be accompanied with the context in which the language learners can be involved
in the communicative activity” .Their view forms the basic and the pivotal point in this
approach as it has a considerable importance in raising learners’ awareness of the cultural and

the sociolinguistic context of language as argued by Neimeir (2004).

Constructivism is yet a fairly recent development in language teaching and learning.
It assumes that learners construct knowledge for themselves incorporating their schemata as
well as the contextual elements they perceive, which renders teaching a personal process as
Duff (2004) argues. Here, the language input is provided through authentic materials, such as
reading texts and videos from native speakers highlighting an authentic use of the language,
and the learners’ use of their own experience outside the classroom is required in problem-
solving. The learning community consists of the teacher and the peers who work together to
promote effective learning. Therefore, a number of cognitive processes should be used in the
learning activity whereby text comprehension involves surface code, text base and a situated
model (See Kintsch, 1998).This is considered a process of making meaning of the text.
Kintsch suggests that ideas as units of meaning are propositions of a text whose relations are
directly derived from the text (text base) and from the learners’ knowledge and previous
experience retrieved from their long-term memory. They are temporarily stored in the
working memory and then undergo a constraint — satisfaction or integration process (Kintsch,

1988: 163). In this case, L1 use is seen as potentially beneficial rather than harmful.

1.4. Theoretical Work Supporting the Use of Translation in EFL Context
Researchers in the field of applied linguistics claim that there is a relationship between
translation and foreign language teaching (House, 2009; Colina, 2015). Though there has

been an increasing interest in these two fields over the last decades, controversies on whether
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it can be valid and effective to include translation in the teaching- learning activity were and

are still the researchers’ focal point in the current research on the subject.

The emergence of translation as a practice dates back to the birth of languages.
Humans, due to their cultural differences and social backgrounds, need to communicate with
each other, and, at all times, translation was the only method used to facilitate this process of
communication. Translation, whether as part of the field of translation studies or as a
vocational activity, has been a frequent object of many empirical studies. However, research
in this area has been confined to issues related to translation theories and translators’ training
programmes with a small amount of research work being devoted to translation as an aid or a

pedagogical tool that facilitates the teaching —learning process in EFL classrooms.

Faced with different perspectives, and sometimes burdened with assumptions,
teachers and practitioners specializing in the field of education have widely varied viewpoints
concerning the integration of translation in the foreign language classroom. Both opponents
and proponents of translation as a viable tool in EFL classrooms have valid reasons behind
their positions. It seems now that the general attitude toward translation has begun to change
significantly. Many studies have shown that translation can legitimately be used as a
pedagogical means in EFL context (Widdowson, 1978:18; Harmer, 1991:62; Ellis, 1992:46;
Brown, 1994:93; Ur 1996:40, in Mehrabi Boshrabadi, 2014). However, these theorists have
not expanded their research to include the use of translation as an activity for pedagogical
purposes. In other words, few studies have been devoted to translation as an aid to the field of

teaching and learning English as a foreign language.
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Clearly, translation as a methodology has always been present. In light of the different
teaching methods mentioned above, there were times when translation enjoyed great
popularity as well as times when it was faced with ignorance and even prohibition. As House
(2011) claims, the research and the literature on translation deal mainly with translation
theories, translator’s training programmes and translator’s professional career. Only a small
number of works contain relevant methodological guidance on how to include translation in
pedagogical practice. Atkinson (1987) notes that "The lack of positive literature available on
translation use in the classroom and the negative coverage it receives by “the experts “and
the trainers has certainly made teachers wary of experimenting with it or doing research on
it”.

Advocates of using translation in EFL classroom such as, to name but a few,
(Atkinson, 1987; Cook, 2013; Duff, 1989; House, 2011; Edge, 1986; Kerr, 2014), recently
triggered a debate of re-examining its role in the teaching field and contributed in the research
work on translation and its role in EFL. Translation, some researchers claim, can enhance L2
learning. In this regard, Bell (2009:39) argues that “translation activities which incorporate
the use of L1 in the L2 classroom may form a communicative approach if implemented
properly”. Moreover, Vermes (2010:91) claims that “translation is not only structure
manipulation; it is primarily a form of communication.” Moreover, Machida (2011:743)
states that “the use of that activity in EFL classroom provides plentiful opportunies for the
learners to pay attention to the relationships between form and meaning”. Along the same
lines, translation, claims Duff (1989), develops the essential qualities of the language
learning: accuracy (using appropriate words), flexibility (being flexible when searching for
these words) and clarity (the product of this process has to convey the message). This activity
helps learners to think comparatively and be aware of the differences in particular languages.

In addition, Vygotsky (1978) argues that translation activities allow the learner to recognize
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that the human mind is mediated. To put it differently, learners develop skills such as noticing
and observing details of the linguistic system of both the source text (ST) and the target text
(TT) as well as grasp how the two languages express reality and the world through translation.
Overall, researchers have found out that translation can be considered a pedagogical aid in the
teaching of writing in EFL classroom. It should be noted that writing is a complex activity
which involves cognitive analysis and linguistic synthesis which makes it more demanding on
the part of learners to write in the foreign language. Although research studies indicate that
interference from the first language in the process of writing in English is the source of the
majority of difficulties encountered by these learners, translation theorists have proposed
different models or strategies used to achieve an appropriate linguistic transfer from the ST to
the TT keeping the same effect of the original text. Thus, an effective writing process will be
accomplished. A later part of this research will examine in more detail the role that translation

plays in improving EFL learners writing skill.

1.5. The Roles of Translation
Translation has been considered as a complex, interlinguistic, intralinguistic,
intersemiotic activity with linguistic, cultural, economic and ideological underpinnings.
Moreover, it is a mental process that results in complex problem-solving and decision-making
activities. The exercises involved in the translation process such as simplification and/ or
summarizing, paraphrasing in both L1 and L2 may help promote the four skills in both the
native as well as the target language. In this respect, Schaffner (2002:1) argues that:
“ Such conceptual developments are evidence of the increasing awareness of the
complexity of translation as both a cognitive and a social activity, which cannot be fully
explained by reference to concepts derived from linguistics only... Translation Studies by its

very nature can be characterized as interdisciplinary”. (In Leonardi, 2011:22)
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Researchers identify three major roles for translation tasks which are communicative, in
the sense that it is considered as a vehicle employed to achieve communicative purposes. It is
also cognitive in that it involves a series of mental processes such as text comprehension,
interpretation, restructuring and rewording. In addition to these two roles, translation is
believed to be a cultural experience as it is an activity through which cultural values are
transmitted from one generation to another. Moreover, translation can foster and improve

mutual understanding between different cultural groups .

1.5.1. Translation as a Communicative Activity

Translation is a communicative activity in the sense that it allows for the construction of
meaning from and into L1. Zuhrevandi (1992) notes that translation tends to achieve
communicative needs and purposes through stretches of written or oral discourse and this
function requires what Hymes (1972) termed “communicative competence”.(see 1.5.1.1
below). Translation exercises, as a number of translation theorists advanced, help fulfil the
goal of second / foreign language learning, that of transmitting the meaning of texts and ideas
linguistically and pragmatically from and into the native language with an emphasis on the
linguistic, semantic and pragmatic aspects. The translator or the language learner in this case
is primarily a message conveyor. Schaffner (1995, in Priente- Beltran (2013) believes that
both translation and interpreting are considered communicative processes which generate
texts.

Though translation, being primarily an act of communication, knows no boundaries of
languages, cultures and societies, meaning, however, may not be achieved when words are
translated literally. According to Canale and Swain (1980, 1983), communicative
competence, which the language learner should possess to be able to use the language he

learnt for communicative purposes, embodies four sub-competences: grammatical,
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sociolinguistic, discursive and strategic competence. A detailed explanation of

communicative competence will be presented later in this section .

Beeby (1996) notes that learners’ translation competence is composed of a
grammatical component (knowledge of grammatical rules of the native and the target
language), a sociolinguistic component (situational context of utterances in the languages
involved in the translation process), a discourse component (cohesion and coherence of the
text in both languages) and finally, a transfer component (the sets of strategies that help
compensate and enhance communicative skills to avoid breakdowns in communication) .
From the above explanation, it can be said that L2 communicative competence and translation
competence are interrelated and complement each other in the sense that the ability to
translate a given discourse correctly depends on whether or not one is communicatively
competent in the target language. Furthermore, translation, as it is discussed in the previous

sections, is an aid to second or foreign language learning.

This interrelation results in what is termed ‘“communicative translation” which
Newmark (1988) views as “more or less equivalent to a cultural adaptation of the source text,
so that the readers in the target culture find it easier to read”. Thus, communicative translation
aims at conveying the exact contextual meaning to the target readers through comprehensible
content and correct language. Semantic translation, as Newmark (1981) puts it, is rendering
the exact contextual meaning of the original version by considering the semantic and the
syntactic structures in the source text .This distinction made by Newmark highlights the
importance of the communicative aspect of translation that language learners should take into
account to produce coherent stretches of language. Clearly, both language learning and

translation share the same communicative objective as it is stated by Carbonell (1999:49)
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“What is said about language can be said about translation (.....).Translation is precisely
a situation of language in use in which there are at least the following stages: understand the
original message, evaluate the communicative situation in the source context, anticipate the
communicative situation of the target context and elaborate a new message in the target
language "> In Priente- Beltran (2013)
Translation, both in its process and product, functions on texts, which makes it an act of
communication par excellence. In fact, the translator is considered as the active link in the

communication chain.

Researchers attested that translation is very useful in foreign language classroom in
the sense that it improves learners’ skills and develops their communicative competence,
which is the target that the advocates of communicative method in language teaching attempt
to achieve by using authentic materials and the different teaching facilities .Before going
further in discussing the communicative aspect of translation, the various definitions of the

term “communicative competence “and its sub-competences are provided below.

The structuralist view sees that language has a grammatical system that governs the
combination of different linguistic items such as the word order, passive, active rules and so
on. Although grammar has a major role to play in the interpretation of discourse, be it spoken
or written, it is not sufficient for the language to be used for communicative purposes.
Consequently, language in use highlights the need for what is conceptualised as the functional
aspect of language. Furthermore, the communicative function of the linguistic items depends

on specific social and contextual factors under which they are uttered .
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Many factors should be taken into consideration when speaking about communicative
competence. First, the learner should possess a high degree of linguistic competence in the
sense that he can use the language spontaneously and appropriately. Additionally, he has to
develop strategies and techniques in order to employ the language for communication with
different social groups in various circumstances. The question that comes to mind is: what is

meant by communicative competence? And what are its components¢

1.5.1.1. Communicative Competence

Much of the recent research work looks at how languages are learnt and taught.
Researchers have tried to explain the nature of language learning to show that linguistic,
psychological and sociocultural factors play a considerable role in this process. Since
communication is the vehicle of cross-cultural awareness, approaches are developed to
encourage learners to acquire what is known as communicative competence.This concept was
first introduced by Hymes (1972) who defined it as the knowledge of both the rules of
grammar and the appropriate language use in a given context. This conceptualization acts as a
reaction against the structuralist view of language as a system in isolation, a claim widely
known in the work of Noam Chomsky (1965). Hymes notes that language is not a sum of
grammatical operations that govern the order and the placement of items only, but it is also
the functions that each item serves in discourse. Many researchers have dealt with the notion
of communicative competence being the aim and the subject matter of communicative

language teaching.

1.5.1.2. Canale’s and Swain’s Model of Communicative Competence
Canale and Swain (1980), Canale (1983), Bachman (1990) and Van Ek (1986) are

among those who attempted to define the construct of communicative competence. Canale’s
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and Swain’s model (1980) is composed of three sub-competences: grammatical,
sociolinguistic and strategic competence. First, to be grammatically competent means to have
enough knowledge of lexical items and rules of morphology, syntax, semantics and
phonology, i.e. the knowledge of the language code. Canale and swain (1980:30) describe
sociolinguistic competence to be the sets of sociocultural rules of use. It includes discourse
and sociocultural regulations. The former is concerned with knowledge of achieving
coherence and cohesion in both spoken and written texts. The latter mainly focuses on the
extent of appropriateness of attitude, register and style conveyed through linguistic forms
within a particular sociocultural context. The last component is strategic competence. It has to
do with the knowledge of communication strategies that help the speaker overcome
breakdowns in communication occurring as a result of the insufficient competence he or she

demonstrates. This model can clearly show the interconnection between all its components.

1.5.1.3. Van EK’s Model of Communicative Competence

Another model of communicative competence was put forward by Van Ek (1986),
who claimed that communicative competence was an umbrella term that consisted of six sub-
competences. To begin with, linguistic competence is the ability to produce and understand
meaningful utterances taking into account the rules of language, whereas sociolinguistic
competence involves relating the linguistic items to their contextual meaning. In other words,
it is the speaker’s awareness of the social norms that determine the use of the linguistic items.
Discourse competence is considered by Van Ek as the core of communicative competence. It
includes not only knowledge of /and the ability to use linguistic forms to achieve coherence
and cohesion in both oral and written texts, but also the ability to use conversational strategies
for turn-taking, interrupting, feedback cues and so on, that help construct and interpret a given

text. Strategic competence is mainly related to those techniques that are used to solve
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problems in communication, such as reformulation, classification and paraphrasing. These are
strategies used for overcoming the breakdowns occurring in conversations. Van EK (ibid)
stressed the need for sociocultural competence. He argued that context plays a considerable
role in conveying meaning. It is the frame in which the speaker places his message. Knowing
how to use language appropriately in its sociocultural context means that the speaker is socio-
culturally competent. The last element in EK’s model is the social competence. It should be
noted that the interaction people engage in is governed by rules and requires the ability to

communicate with different social groups in different situations .

1.5.1.4. The Significance of the Concept Communicative Competence According to
Widdowson

Many linguists have spoken about the significance of the concept “communicative
competence” for language teaching. Widdowson (1989) claims that Hymes originally
proposed the concept of communicative competence in opposition to the concept of
grammatical competence. Following the implications of his proposal, one can arrive at
recognizing the need to shift grammar from its prominence and to allow for the rightful
claims of lexis. It should be noted that the study and teaching of language require more than
teaching grammar. Rules of use are meaningless if they cannot be effectively acted upon and
if conditions of their use are not understood. Widdowson asserts that in teaching language,
knowledge of grammar is insufficient as learners need to be exposed to other aspects such as
rules of use that should be respected and acted upon. So, communicative competence includes
not only the knowledge of linguistic forms, but also the knowledge of the different skills,
strategies and sociocultural considerations.

Both models consider the Native Speaker (NS) as a target. So, the learner has to be a

native-like in the sense that he tries to get the knowledge and skills or even the life view of
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the native speaker. The degree of perfection depends on authenticity and the learner’s
strategies employed to learn the foreign language. As it was discussed before, gaining
communicative competence is the goal of every language learner. Achieving this competence
requires a balance between accuracy and fluency. For this reason, language teaching methods
shifted from the focus on grammar-based curricula to a more communication-oriented
learning that fosters students’ communicative abilities and enables them to use the language

correctly and appropriately .

1.5.1.5. Translation Competence

Translation competence, on the other hand, is made up of different competences, one of
which is communicative competence of the mother tongue as well as that of the target
language. Translation competence, being the main target of translation training, has been

studied by many schools from a variety of perspectives .

The first school of thought, based on Harries’ (1977) early work, considers translation
competence as a summation of linguistic competences. According to him, competence is what
bilingual children develop as they carry out “natural translation”. With the emergence of the
second school of thought, a new concept of translation competence was developed. Shreve
(1997) argues that language competence is “mapping abilities” which translators can use in
their translation tasks. That is to mean that translation competence is, using Schaffner’s and
Adab’s words (2000), “a cover term and summative concept” which involves many kinds of
competences including communicative competence that is the focal point of communicative

language teaching .
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Research has not yet yielded a generally accepted definition of the term “translation
competence” because it is viewed from different perspectives and involves various disciplines
such as sociolinguistics, cognitive linguistics, and psycholinguistics .Another school of
thought considers “translation competence” a combination of different skills, namely
linguistic, cultural, professional and technological skills. Neubert (1994 in Pym, 2003), one of
the advocates of this school’s views, suggests that “translation competence” consists of three
components which are: language competence, subject (real world) competence and transfer
competence. Along other lines, other theorists, particularly Melis and Albir (2001), view the
notion of translation competence at an even deeper level. They see this competence as “the
underlying system of knowledge, aptitudes and skills necessary to be able to translate”. For
them, the following six sub-components form translation competence: communicative
competence in both languages, extra-linguistic competence (composed of the general world
knowledge and knowledge of the theory of translation), transfer competence (refers to the
ability to understand the source text and transfer it into the target language), instrumental-
professional competence (knowledge and skills related to translation as a profession), psycho-
physiological competence (the ability to make use of all kinds of psychomotor, cognitive and
attitudinal resources and skills in reading and writing such as logical reasoning , memory,
and creativity) , strategic competence (the conscious and subconscious, verbal and non-verbal
individual procedures used to solve problems encountered during translation process (Melis

and Albir (2001).

The fourth school of thought views translation as the skill pertaining to what they
conceptualize as supercompetence. Wilss (1982: 58) states that “translation competence calls
for an interlingual supercompetence [...] based on a comprehensive knowledge of the

respective SL and TL, including the text-pragmatic dimension, and consists of the ability to
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integrate the two monolingual competences on a higher level”. It should be pointed out that
some of the components of translation competence are similar to those of bilinguals, whereas
others are not. Wilss adds that supercompetence reflects the ability to communicatively
transfer messages between two languages. Furthermore, he considers the supercompetence as
intertextual and not interlinguistic. Thus, fluency in a foreign language can never be a

measure of an effective translator .

Kiraly (1995:26) explains the relationship of language competence to translation
competence when he states that “language teaching can clarify the nature of L1 and L2
competences that a professional translator must possess and use when translating”.
Communicative competence, being part of second or foreign language competence, is one of
the main components of translation competence that enables the translator to transfer the text
communicatively from the source language into the target language. Additionally, after
providing the different definitions of both competences, it is quite plain that they consist, to

some extent, of the same small competences .

Foreign language learning necessitates the integration of translation into foreign
language curriculum as both disciplines are complementary and have in common the same
goal, that of achieving communicative purposes through the meaningful interaction with the
input and the receptors. Therefore, learners would improve both communicative and
translation competence if both disciplines are well integrated in the foreign language

curriculum .
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1.6. Translation as a Cognitive Process

Researchers attempted to pay more attention to the translation process in the light of
cognitive linguistics. During this process, the translator has to re-experience the cognition, the
mental and the physical experience of the source language and render it into the target

language while considering the target language readers’ cognition and experience .

Fauconnier claims that “mental spaces are small conceptual packets constructed as we
think and talk for purposes of local understanding and action” (in Fauconnier & Turner,
1996:113). Mental spaces refer to the meaning that is immediately constructed when speaking
or thinking. These spaces are interrelated and actively change while the communication goes
on. This forms the core of Fauconniers “blending theory”, which is a general cognitive
operation that refers to human‘s thinking, particularly in the creative process of thinking and
actions .

As a complicated cognitive process, translation includes three major steps: unpacking,
projection, and blending. First, the translator should unpack the source text into several
conceptual events and analyse the cognitive schema according to his understanding. It should
be noted that the main purpose of translation is to analyse the meaning and the background of
the source text so that the writer’s style could be studied. Other source language-related points
such as cultural background and the mental cognitive schema are necessary in the process of
translation. Based on the translator’s previous knowledge, social and cultural background, the
pre-understanding which is a cognitive process is constructed. According to Fauconnier
(1996), the source text is referred to as Input 1 space and the translator’s mental space is

referred to as Input 2 .
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Generic space is described as ‘“the abstract frame mapping” or some common,
“usually more abstract structure and organization shared by the two inputs and defines the
core cross-space mapping between them so that the cross-space mapping and projecting are
realized smoothly” (Hong Ling, 2015:83). In this step, the translator should cognitively
connect the two inputs together to recreate the author’s thought and even ideology and
emotion. Consequently, the generic space can be formed by the translator’s thought and
constructed meaning along with that of the writer .The last step deals with reconstructing the
target text. After passing through different cognitive processes, the translator has to form the
final structure of the target text through integrating the schematic structures of the source text

with the target language structure, then reconstructing and reporting information faithfully .

Research shows that it is difficult for learners, especially at the early stages of language
learning, not to process information introduced to them in L2 through cognitive processes in
L1. Al-Kufaishi (2004:46) clearly summarises the cognitive aspect of translation in these
terms:

“Translation is a cognitive activity in the sense that it engages the translator’s cognitive
structures in an attempt to comprehend, deconstruct and reconstruct meaning. Schemata are
involved in each of the four translation processes. In the deconstruction process, the
translator utilizes his SL schemata especially his knowledge of the processes of discourse
analysis, how communication takes place, how communicative functions are performed and
how cultural values are encoded. In the conversion process, he appeals to his schemata of
both SL and TL in an attempt to establish correspondence at the three levels of discourse
analysis, communicative context and cultural reconstruction. In both reconstructing and

editing processes, he exploits his schemata to properly encode the transferred meaning
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In his study of the traditional message model that people use when communicating,
Akmajian (1995) claims that the model of linguistic communication consists of the speaker
(the transmitter of the message), the hearer (the receiver of the message), and the vocal-
auditory path (channel).Thus, a successful communication takes place when the hearer
decodes exactly what the speaker encodes .Danks (1997: xi) argues that:

“Written or oral input is subjected to processes of comprehension, interpretation,
transposition into the other language, and expression, none of which, save expression, are

directly observable in the empirical sense ”,

Clearly, communication is the meaningful exchange of information about a person’s
needs, perceptions, desires, knowledge and thoughts between two or more people whether in
writing or orally. It requires a sender, a recipient and a message. People can be involved in a
face-to-face, oral communication or across far distances in time and space. More complicated
cognitive processes are involved for a message to be translated into the target language if a

comparison is made between translation model as discussed and the communication model .

The three-stage model of cognitive processes that Eugene Nida (1969) proposed
embodies analysis, transfer and restructuring. Put simply, this model relies heavily on
grammar whereby the translator decodes the source text, and, then, through a process of
encoding, transfers the message into the target text. The last stage has the translator
restructure and organize the meaning into the target text taking into account the original
message. Nida terms the first stage, that of analysis, back-transformation. Here, the translator
proceeds with analyzing the surface structures of the source language on the basis of their
formal relationships. Nida, then, purports that the second stage, being mental, as it takes place

in the translator’s brain, is that of transfer. In the end, the transferred elements are restructured
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to shape the translated message in the target text. Nida’s (1969) model has been, to a great
extent, influenced by Chomsky’s Generative Grammar. Nida believes that the latter is
considered as the framework for the translator to analyse and describe the production of the
various possible expressions in the target language. It is claimed that the deep structure
determines the meaning of the sentence as it contains all the information about the semantic
meaning. However, this idea has been rejected by many theorists .What is agreed upon is that
the deep structure clarifies all that is implicit and ambiguous in the surface structure, but the
latter remains the source of the former. In a nutshell, Nida’s point of view explains that the
speaker encodes his message by putting meaning into linguistic forms, and the hearer decodes
it by extracting the meaning out of these forms. The role of context is clearly neglected in this

theory.

What ensues from the discussion above is that it can be clearly shown that translation is a
cognitive activity that involves the co-relation of different cognitive processes in the

rendering of the source language text meaning faithfully into the target language .

1.7. Translation as a Cultural and Intercultural Experience

Translation is not just a mere linguistic activity that involves the replacement of the
linguistic elements from the source language by others in the target language, it is rather a
multidimensional activity that goes beyond the simple transfer of the original text message to
the target readers as it is noted by Schéffner (1995:3) “translation is not a matter of words

only, but it is a matter of making intelligible a whole culture.”

Translation seems the only way that transfers cultures through languages and unite them

to create one shared cultural network. It acts as a bridge that relates all kinds of languages
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taking into consideration their linguistic and cultural features. Culture is passed on by
translation from one generation to another and from one part of the world to another, and it
only stands to reason that learning a new language requires learning its culture .Translation, it
should be pointed out, goes beyond the transfer of a given text from one language to another.

It is also the adaptation of the source language culture and its values .

Lotman (cited in Hatim, 1990:105) attempts to define culture from a semiotic
perspective as a system of meaningful signs that functions under a number of conditions. The
importance of semiotics lies in its usefulness in filling cultural gaps appropriately so that
communicative purposes can be achieved. Lotman notes that:

“Culture is the functional correlation of different sign systems. These different sign
systems operate both within and between cultures, and semiotics deals with the processing
and exchange of information both within and across cultural boundaries. Translation can
now be envisaged as the process, which transforms one semiotic entity into another, under

certain equivalence, conditions to do with semiotic codes, pragmatic action and general

communicative requirements ”(ibid: 105)

Nida (1969), as cited in Schaffner (1995:1), asserts that language is an inevitable part of
culture. It is the bridge through which culture is transmitted, a fact that makes language and
culture intimately bound even in language teaching. Language learners focus on the cultural
features in the text and think of the appropriate strategies to transfer them correctly into the
target culture. It is obvious that learners cannot interpret the target text if they fail in
understanding its cultural features and the background knowledge context of the source and
the target language. Thus, this paves the way for false stereotypes to be created as Schaffner

(1995:2) affirmed, “Translation can create stereotypes for foreign countries that reflect
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domestic, cultural and political values and they can be instrumental in shaping domestic

attitudes towards foreign languages ”.

The intercultural dimension to translation practice was the subject matter of many
researchers who tried to view translation as an intercultural communicative activity. Carbonell
(1999:49) states that “Translation is a process of intercultural communication grounded on
language. Therefore, approximation to translation will have to begin necessarily with a
reflection about it as a linguistic activizy (...)Through language we live and give life to
culture, through translation we make two cultures and two worlds communicate ” (translated
by Beatriz Pariente-Beltran, 2013). Carbonell’s quote calls for answering the following

question: What is meant by intercultural communication ¢

The field of intercultural communication has widely been explored and studied by
many researchers. There have been many studies conducted on the relationship between
language learning and cross-cultural communication that is not a new phenomenon for it
exists right from the beginning when people find it inevitable to communicate with others

who do not speak their language and belong to different cultures.

The world has become a global village, a smaller planet in which communication is
unavoidable. Besides, teachers and educators state that the primary aim of foreign language
learning is to enable learners to communicate with people of different cultural backgrounds.
Intercultural communication involves more than cross-cultural awareness. It needs the ability
to identify and challenge one’s cultural assumptions and one’s values and beliefs. However, it
requires the ability to see the world through another’s eyes or to recognize that others may

perceive the world through different cultural views.
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Intercultural communication reveals communicating and establishing relationship with
people from different cultures regardless of their beliefs, norms and ethnic groups. Through
interaction and cooperation, walls and barriers can be removed. Consequently, conflict and

misunderstanding can be avoided .

Cross-cultural communication has many benefits on human relationships. When one
communicates with foreigners, he can learn more about them, their way of life, their history
and so forth, so that they start reaching a better mutual understanding. It should be stated that
through intercultural communication, cultural diversity will be accepted. Hence, learners can
achieve their goal of mediation between the native and the target culture. In the light of this,
the aim of foreign language learning is not to speak the language in a native-like fashion, but

to use it appropriately and intelligibly to communicate with people from different cultures .

According to Brandes (2001), translation is viewed as a kind of language mediation in
which the content of the source text is transmitted into another language by creating a
communicatively similar text in the target language. In the same line, Toury (1986) asserts
that translation is an activity which involves at least two languages, thus, two cultures are
involved.The cultural aspect of translation cannot be denied. It is of a considerable
importance for understanding the text, an understanding that is conditioned by the information
(background knowledge facts) expressed in the linguistic elements of the source text.
Schweitzer (1988) highlights the basic role of translation as a means of communication
between different social and ethnic groups. He considers translation as an “undirectional and
two-phase process of interlingual and intercultural communication” that involves transferring

a source text into the target text following the appropriate translational procedure .
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From an intercultural communicative perspective, the translator plays a crucial role in
transmitting the source language message across cultures, thereby crossing the linguistic and
cross-cultural boundaries of the target language. He/she is not concerned only with translating
words as Schaffner (1995) claims, but also with interpreting and transmitting cultural facts of
the native language speakers. He is, thus, a mediator between the source and the target culture
who can report people’s traditions, norms and rules of behaviour in general. The translator
should be skilled enough to be able to put himself in the shoes of the target language reader to
know which of the many possible and expressive interpretations he must choose to see the
world in the receiver’s mind. Only if this could be reached by the translator, then a successful

translation would be achieved .

If the translator is viewed as an intercultural mediator, he should be armed with a
developed intercultural communicative competence, translational skills and strategies that
allow him to generate an adequate translation. The question that needs to be answered in this

respect is: what is meant by intercultural communicative competence ¢

1.7.1. Intercultural Communicative Competence

The limitations of communicative competence and its emphasis on the native speaker
as a model stress the need for adding the cultural element by introducing a new competence.
To expand the notion of communicative competence, researchers suggest intercultural
communicative competence by focusing on the cultural aspect in communication. It is
believed that knowing about the target culture and using the appropriate conversational

strategies help learners achieve cross-cultural communication successfully .
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Introduced by Byram (1997) and his colleagues (Byram & Zarate, 1997; Byram &
Fleming, 1998), intercultural communicative competence considers learners not as aspiring
native speakers, but as intercultural communicators. Byram (1997:61) defines it as “the
knowledge, skills and abilities to participate in activities where the target culture is the
primary communicative code and in situations where it is the common code for those with

different preferred language”.

Within the confines of competence, it should be noted that there is a difference between
intercultural competence (IC) and intercultural communicative competence (ICC). The former
is considered as a subfield of communicative competence (Deardoff, 2004). It is defined as
the capacity to change one’s knowledge, behaviours, and attitudes and so on to be flexible and
open to other cultures. Whereas being interculturally communicative competent implies that
the learner manages to solve the different conflicts and complicated situations through

language.

By adding the term “communication”, Chen and Starosta (1998:241) define
intercultural communicative competence as ‘“the ability to effectively and appropriately
execute communication behaviours that negotiate each other’s cultural identity or identities
in a culturally diverse environment”. This definition suggests that an intercultural speaker is
the one who is able to understand and gain an inside view of the other person’s culture and

identity by using different skills and strategies .

1.7.2. Byram’s Model of Intercultural Communicative Competence
Byram’s model (1997) consists of five components, “savoirs”, which make up

intercultural communicative competence. First, the term “savoirs” refers to knowledge, skills,
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and involves savoir comprendre, apprendre and faire. Additionally, attitudes and perceptions
of other’s cultures are also included. The last element, dispositions and orientations needed
while acting, is referred to as savoir s’engager. It depends on the extent to which the learner is
aware, open and flexible to other cultures. It is not surprising to say that these elements are
interrelated as they are essentially meant to achieve successful cross-cultural communication.
Consequently, each savoir should be discussed in isolation. Byram highlights the need for
acquiring and developing the following savoirs :

« “Savoir-étre” (attitudes, values) is related to readiness and openness and is almost
concerned with attitudes towards the native and the target culture, curiosity and willingness to
interact and deal with people from other cultures. This involves the ability to accept and adapt
to new different cultural situations.

+ Savoirs refer to the knowledge of self and social group’s identities and rules governing
their interactions.

 Savoir-comprendre is related to skills of interpreting, comparing and relating. In other
words, it is the capacity to interpret and compare events from the target culture and relate
them to the native culture.

« Savoir apprendre/faire is related to skills of discovering and interaction, i.e. it is the
ability to acquire new knowledge that concerns cultural beliefs and practices of others through
interactions.

*Savoir s’engager (critical cultural awareness) refers to the ability to evaluate critically
on the basis of explicit criteria, one’s own and other’s perceptions as it is noted by (Byram
1995:57-66).

All these sub-definitions lead Bennett (2004:149) to conclude that “Intercultural
communicative competence is the ability to communicate effectively in cross-cultural

situations and to relate appropriately in a variety of cultural contexts. ”
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1.7.3. The Intercultural Speaker

Byram et al (2002:9) argue that “Learners as intercultural speakers or mediators who
are able to engage with complexity and multiple identities and to avoid the stereotyping which
accompanies perceiving someone through a simple identity”. Based on Byram’s definition,
learners need to gain insight into the target language culture, and then reflect on their own. As
far as culture learning is concerned, learners should be encouraged to observe similarities and
differences between cultures as well as to analyze them from the others’ point of view. Only

at this stage, that the notion of intercultural speaker can be discussed.

Due to the ever-increasing prominence of intercultural communication as a field of
study, the concept of intercultural speaker has been defined as someone who has the ability to
interact with others, to mediate between different cultures and to accept other views of the
world. According to Juliane House (2007:19), “The intercultural speaker is a person who has
managed to settle for the in-betweness, who works and can perform in both his or her native

culture and in other one acquired at some later date”.

Many researchers such as Rogers (1999) consider the ability to see the world from
different points of view to be fundamental to the process of becoming intercultural. This
speaker is qualified to function intelligently in a situation where two or more languages with
their cultures interplay. More precisely, if the learner can manage communication and
interaction, then he can be referred to as cross-cultural mediator. Byram and Zarate (1997:11)
state that “An intercultural speaker is someone who crosses frontiers, and who is, to some

extent, a specialist in the transmission of cultural property and symbolic values .
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Clearly, considering translation as an example of intercultural communication, Juliane
House (2009) views translators to be interculturally active and socially and politically
committed communicators due to the responsibilities of exposing sociocultural and political
differences they are given. She thinks that translation, if seen from a cultural perspective,
functions as an intercultural intervention that aims at eliminating an unfair attitude or social,
political injustices. In this case, translators may go beyond the text at hand and deviate from
the source text or provide their personal commentaries according to their perceptions as

intercultural mediators .

1.8. Types of Translation

Scholars in translation studies as well as translators have suggested a variety of terms
to refer to the different types of translation the taxonomy of which is determined by the source
text, the target text, the notion of equivalence, and the translator’s visibility (Venuti, 1995). It
should be pointed out that the number of terms that will be discussed in this section does not
refer to conflicting theoretical views, it rather reflects slightly different perspectives of
scholars whose aim is to dig into the nature of translation as a viable activity that is seen as an
act of communication and mediation between cultures. The term communication here, does
not involve only participants of two culturally different backgrounds, but it may also refer to
the discussion and the rephrasing of one’s own beliefs and thoughts. That is to say, the act of
translating is always there. It is a natural process that necessitates establishing connections
and correlations between cognition and language to find out an equivalent or a substitute for a
given text. Replacing an expression or a unit of meaning may follow different processes.
Thus, theoreticians suggest numerous kinds of translation activity as it is illustrated below.
According to Juliane House (2009), there are three types of translations so far as the

replacement process is concerned.
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1.8.1. Interlingual Translation is rendering the source language text as a target text in
another language. There seems to be little doubt that the main reference of the word
translation is the interlingual process which involves replacing the form of the source
language (SL) with another form in the target language (TL)

1.8.2. Intralingual Translation involves rewording a text in one variety of the language into
another. A text in a dialect, for instance, may be reworked into another.

1.8.3. Intersemiotic Translation means replacing a text by a non-linguistic means of
expression/communication. A poem can be translated into a picture or a play, a novel

into a film.

While the three categories above remain broad classifications that encapsulate all
kinds of translations imaginable, other theorists have gone so far as to come up with a much

wider, yet more specific, spectrum.

1.8.4. Communicative Translation focuses on the function of translation. It tries to render
the same contextual meaning to that of the original and make the content accessible
and intelligible to the readership. It is used for vocative and informative texts.
Newmark (1981:39) states that, “Communicative translation attempts to produce on
its readers an effect as close as possible to that obtained on the readers of the
original. Semantic translation attempts to render, as closely as the semantic and
syntactic structure of the second language allow, the exact contextual meaning of the
original” It attempts to make the target text as similar as possible to the source text

functionally and pragmatically.
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1.8.5.

1.8.6.

1.8.7.

1.8.8.

1.8.9.

1.8.10.

There

Semantic Translation is generally used for expressive texts, this kind of translation
focuses on the form of the source text. Its aim is meant for translating the exact
contextual meaning of the source text focusing on the semantic and the syntactic
structures of the target language text. It results in forming sentences that are
grammatically as well as semantically correct, but they can’t be used in the target
language as they seem entirely different from the source text.

Dynamic Translation is similar to Newmark’s notion of communicative translation in
so far as it favours the communicative purpose in the act of translating, except that
Nida's reliance on grammar gives his approach a marked exception.

Formal Translation involves preserving the form of the source text as it is argued by
Newmark in his semantic translation.

Covert Translation is a one of the translation aspects introduced by House (2009).
For a translation to be considered covert, the target text has to function in the target
culture without referring to it as a translation.

Overt Translation means referring to the target text as a translation. So, readers know
that the text does not belong to the source language, but it is translated to serve a

communicative purpose.

Other Types of Translation

are other translation-related activities that fall outside this range such as gist

translation, paraphrase, and adaptation.

a.

Gist Translation, called also summary translation, is a process, be it interlingual or
intralingual, used to express the main idea of the source text in the target language.

Unnecessary details may be excluded from the translation.
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. Sight Translation has to do with translating a source language written text out orally
into the target language. An interpreter, for instance, may be asked to sight-translate a
president’s speech to an audience.

Paraphrase is an alternative way used to preserve the content of the source language
text as much as possible.

. Adaptation is an activity in which the source text is modified through omissions or
additions to serve a particular communicative purpose. It is mainly used for plays

whereby the source culture is converted to the target culture and the text is rewritten.

Word for Word Translation is a process that involves translating the source
language text out of context by preserving the meaning and the word order of the
original. Even cultural words are translated literally. In other words, the translation
activity in this case concerns individual words regardless of some variables such as
word order and the context elements that surround the source language text. So, the
translator gives more importance to the source text unlike the target text that should be

a perfectly precise copy of the original.

Literal Translation is considered by some theorists such as Newmark (1988) as a
pre-translation process in which lexical items are translated literally without taking
into account their situational context whereas grammatical structures are replaced by

their nearest, using Newmark’s term, equivalents in the target language.

Faithful Translation aims at achieving a high degree of grammatical and lexical
equivalence by trying to transfer the exact contextual meaning of the source text to
create the same effect that a source text has on the original audience in the target

culture.
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h. Free Translation is a paraphrase that emphasizes the content and not the form of the
original text. It is used to translate the message not the letter or the form of the text
(See Newmark, 1988:45).In this translation method, the translator does not translate
words in isolation nor does he or she strictly take context into consideration in the
process of translation. He rather goes beyond both the type of text and the context to
find the message behind the text. It is unbounded in the sense that equivalences shift

up and down the rank scale. What matters is the message not the words themselves.

Conclusion

This chapter has summarized the literature related to translation, mainly its various
definitions suggested by researchers each from his own perspective. It discusses different
kinds of theoretical models that have been designed for the purpose of dealing with the
multiple facets of the translation process such as Nida’s Dynamic Equivalence, Seleskovitch’s
Interpretative model and Skopos theory. Historical overviews of translation in teaching
methodologies, as well as the theoretical work supporting its integration in ELT, have been
summarized. Part of the first chapter has been reserved to the different roles of translation and

its types.
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CHAPTER TWO: WRITING IN SECOND / FOREIGN LANGUAGE

SECTION ONE: WRITING SKILL

Introduction

Chapter two reviews the literature related to writing in second and foreign language.
After introducing the various definitions of the term, the first section of this chapter
summarizes the research conducted on second language writing considering its place in
second language acquisition theories. A review of the approaches to teaching L2 writing, as
well as its different models, is presented. In addition, the importance of the writing skill in
ESL/ EFL has been highlighted. The first section concludes with a summary of the difficulties
that EFL students encounter in the process of writing. The second section is devoted to error
analysis, its procedure and its importance in detecting students’ errors and in highlighting the
areas that should be given prominence in the EFL classroom. A distinction is made between
the terms ‘error’ and ‘mistake’. Moreover, the classification of writing errors and their
different sources are emphasized by the author of this thesis. The second section of chapter
two ends with a summary of the criticism that a number of researchers directed at error

analysis.

2.1.1. Definition of Writing

The notion of writing goes back to five thousand years ago. Humans used to
communicate through realistic images, which was a conventional and a generally
understandable form for a long span of time. This is what is known as primitive
semasiography, using Gelb’s (1952) conceptualization. Then, humans realized the complexity
of such a tool for communication to take place. The development of civilizations brought
changes to the way people transmit their ideas and thoughts. The urgent need for developing

this means of communication was due to the shift from a primitive form of life to a more
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developed life that requires an improved way to express oneself. Therefore, it appears
accompanied writing and the various stages it went through accompanied and reflected the

changes in human civilization .

Many researchers in the field of language teaching studied the concept of writing and
attempted to define it according to their perspectives and purposes. Arapoff (1967:33) defines
writing as “a purposeful organization and selection of thoughts, facts, opinions, and ideas” .
It is a skill that requires the writer’ physical and mental effort as it is argued by Westwood

(2004).

Broadly speaking, writing is described as a means used by the writer to transmit his
ideas and thoughts and receive new ones. Sampson (1985) argues that writing is a system of
human inter-communication through conventional visible marks .Rivers (1968) sees that
writing is the act of putting what has been said to conventional graphic. In the same line,
Vahid Dastjerdi Hayati (2011) defines writing as an act of communication and a purposeful
means of addressing an audience. While Piovisan (2007) views writing as a continuing
process of discovering the most effective language for communicating one’s thoughts and
feelings, for Gelb (1952), writing, however, does not reflect exactly what is spoken. Such
equivalence cannot be possible for a simple reason that one speech unit may be expressed by
more than one linguistic sign. One can utter a cluster of words that the hearer may find
ambiguous. Gelb (ibid.) terms “visual morphemes” as the sets of words that can be
meaningful only if they are expressed through the written form such as the following: It was

said / it was sad. | need two cheques / | need to check .
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Writing is described as the most challenging language skill that is of considerable
importance in second language teaching. It is not only drafting words but expressing ideas
and perceptions. To write affectively, one should master the other language skills and develop
writing skills. Students who fail to acquire the writing skills will not be able to communicate
their ideas effectively. They may attempt to translate them or rather think in their mother
tongue and write in the foreign language. Consequently, many transfer errors can be
committed . As Williams (2007) attests, writing is a multidimensional communicative process
where the writer has to generate ideas, analyzes and makes a synthesis of information to be
transmitted by making good choices through the selection of appropriate vocabulary and
grammatical structures. Coherence, cohesion and spelling should be taken into consideration

in the act of writing .

Writing does not require only morphological, lexical, syntactic and idiomatic
knowledge, as it is highlighted by Silva and Matsuda (2002), but other factors should be
included in the writing process such cohesion and coherence .For writing to be effective, two
criteria should be met: clear purpose, relevant and well-organized facts (See Arapoff, 1967).
The learner has to determine the purpose of writing, chooses from the vast repertoire of
information and facts the ones most relevant and adequate that serve the purpose in mind. The
organization of these ideas is the last step whereby the learner focuses on coherence and

cohesion to put his piece of writing in a meaningful and persuasive mould .

There is not enough literature on teaching writing as a skill in the classroom. The
urgent need to develop the students’ writing performance led theorists and researchers in the
field of language teaching to conduct studies on this issue. The published textbooks that are

concerned with teaching learners how to write efficiently and appropriately are not generally
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convincing in terms of content. Put differently, there seems to be an unabridged gap between
theory and practice when it comes to teach writing .It is worth noting that for many teachers,
teaching writing is confined only to the teaching of grammar, reading comprehension and
other related language activities. Though they are of a considerable importance, these areas, |
believe, will not be conducive to teaching proper writing if they continue to be approached in

the manner they are used in ELT classes today.

Writing as a language skill goes beyond the simple drafting of one’s ideas and facts. It
is a methodological activity that requires high cognitive skills that allow the learner to set his
aim and make the appropriate selection that serves it. The ideas presented should be organized

in a way that enables the reader to feel the writer’s cognitive structure adapted while writing .

2.1.2. The Place of Writing in Second Language Acquisition Theories

In the field of second language acquisition, many researchers, namely Swain (1985,
1993), Swain & Lapkin (1995), have dealt with a considerable number of issues related to the
output in SLA process. Swain (1985) has conducted a study whose subjects, English—
speaking French immersion students, have been exposed to comprehensible input in the target
language for seven years. The study has confirmed that students could not reach fluency in the
use of grammar because they were not given the chance to do so. Swain used the expression
“the lack of being pushed” to highlight the teachers’ contribution, to some extent, to the

students’ failure to attain proficiency in grammatical performance .

Swain ‘s (1985) conclusion was a reaction to Krashen’s (1985) comprehensible input
hypothesis, which claims that the only sufficient condition for second language acquisition is

the exposure to comprehensible input. Swain argues that negotiating meaning is not simply
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getting the message across as the latter can take place even if the grammatical structures used
are not adequate. One can use grammatically incorrect sentences and can be still understood .
By saying “being pushed”, Swain refers to the comprehensible output hypothesis that is the
equivalent of Krashen’s comprehensible input. Learners can have the opportunity to practise

the target language through the process of being pushed toward conveying the message .

Many researchers such as Holliday, Pica, Lewis and Morgenthaler (1989:63) assert
that “learners are active participants in the acquisition production as they test hypotheses
about the target language, experiment with new structures and forms, and expand and exploit

their interlanguage resources in creative ways. ”

According to Swain (1985), comprehensible output has three roles to play in the
acquisition of second language. First, opportunities for meaningfully using the target language
in the appropriate context can be provided, hypotheses about the target language are tested
and shift from emphasizing the semantic analysis of language to the syntactic analysis .The
idea of output has been widely criticized by behaviorists, innatists and interactionists. First,
behaviorists believe that language learning takes place through repetition, imitation and
reinforcement in the form of a stimulus- response process. Writing, according to some of the
advocates of behaviorism, is a natural sequence of language that learners use to repeat and

memorize language structures and grammatical patterns .

According to Chomskian theory of language, language learning is controlled by one
part of the brain which all human beings are born with, named Language Acquisition Device
(LAD). Chomsky claims that this innate ability enables learners to be competent users of the

target language regardless of their learning environment. Clearly, the innatist-oriented
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theories focus on the natural language as a source of the comprehensible input. They totally
neglect the role of output in acquiring the second language thinking that it is the input that is
the means of acquiring a language, not the output. Consequently, writing is considered as a

natural result of language acquisition .

Interactionists have another view on second language acquisition that focuses on the
role of communicative give-and-take of conversations in negotiating meaning, and by so
doing, communicative purposes can be achieved. Interactionists think that that conversation is
a means of providing the linguistic input, output and interaction .They do not give importance
to reading and writing as a source for these three important conditions necessary to acquire a
language. The interactionist perspective in second language acquisition lays more emphasis
on speaking at the expense of writing. Many studies confirm the importance of writing in

second language acquisition (Ellis, 1985; Harklau, 2002).

2.1.3. Research on Second Language Writing

With the rapid development of the field of second language acquisition over the last
two decades, writing gained ground after being a neglected skill in second language theories.
Matsuda & Silva (2005) state that writing is nowadays one of the most interesting fields of
inquiry in second language as well as composition studies. Researchers have been interested
in studying writing from both theoretical and practical perspectives. They moved from
focusing on writing as a product in the seventies to writing as a process in the eighties.
Researchers attempted to tackle different issues related to this area such as the difference
between academic and non —academic writing uses and the way language and writing differ

across cultures.
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Research conducted to study both first and second language writing processes has
demonstrated that though they are different, these processes share a number of characteristics.
Silva (1993) argues that there is a difference between the composing process in the first
language and that of the second language. Matsumoto (1995) notes that second language (L2)
writing strategies are similar to first language (L1) writing strategies as writers transfer their
writing strategies from their first to their second language on condition that they are
grammatically proficient in second language (see Berman, 1994). In the same way, Cummins
(1989) asserts that when the writer develops proficiency in the target language, he will be able

to perform and produce more effective pieces of writing in his second language .

Being able to write effectively has never been a naturally acquired skill but a learnt or
a transmitted skill in formal settings. Writing requires composing, which refers to one’s
ability to tell or retell information as narratives or description. The writer may transform the
data into texts in the form of expository or argumentative pieces of writing. Furthermore,
writing skills that involve many activities must be practised and developed through

experience.

Recent research in the field of second language writing has confirmed that writing is a
complicated and a more challenging task that involves different aspects such as grammar,
vocabulary, syntax, proficiency in oral communication and, more importantly, the mastery of
what Kaplan (1966) termed “the logical system”. By this expression, Kaplan refers to the
way through which people process information and make the best use of rhetorical devices to

transmit their ideas in oral and written forms .
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Montano-Harmon (1991) studied the discourse patterns of Mexican Spanish and its
effects on writing in English. She claimed that students connected sentences by using the
preposition “and” and “because “which made their paragraphs incoherent. In addition, they
made many repetitions in an attempt to explain ideas. The researcher concluded that students’
style was not developed and the absence of the appropriate cohesive devices made their

passages lacked logical connections .

2.1.4. Approaches to Teaching L2 Writing

Several researchers, namely (Raimes, 1983; Reid, 1993; Silva, 1990; Hyland, 2003)
have introduced different approaches to teaching writing in second language context. These
approaches have emphasized the main points in writing which are: the form, the writer,

content and the reader .

The first approach, the product-oriented approach, which Hyland labelled as “text-
oriented approach”, views the text as a product. A good piece of writing, according to the
advocates of this approach, should primarily respect formal accuracy and absolute correctness
of grammar of the second language. According to Hyland (2003), the product-oriented
approach to writing involves four stages. First, the teacher should deal with language and
focus on correcting the students’ grammatical errors when teaching writing. In other words,
this approach encourages the learner to develop a useful, productive vocabulary and syntax
and to make the best use of cohesive devices (Pincas, 1982). Writing was seen as a language
practice in the form of drills and repetition that embodies four stages: familiarization,

controlled writing, guided writing and free writing .
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The product-approach to writing, Mingli (2012) claims, helps the student learn how to
organize his/her text. He adds that it is more beneficial for learners who have been taught
English as a foreign language. In this teacher-centered approach, much importance is given to
activities such as imitation, manipulation, substitution, transformation, expansion and
completion of a provided model . Mingli’ approach has received much criticism as it does not
go beyond the surface level features of writing. Besides, Zamel (1982) notes that the teachers
do not know what kind of problems the learners encounter and how they can overcome them

given that this approach provides no idea about the processes of writing .

By the 1970’s, there has been a shift from the traditional view of writing as a product
to the view of writing as a process. This new writing paradigm had emerged as a reaction to
the previous views that fail to foster creative thinking and the kind of effective writing that
second learners attempted to achieve. In the process approach, writing is seen as “a non-
linear, exploratory and generative process whereby writers discover and reformulate their
ideas as they attempt to approximate meaning” (Zamel, 1983:165). Advocates of this
approach emphasized the aspects of planning and drafting with less attention paid to linguistic
knowledge. Badger and White (2000) claim that in this approach, it is not necessary for the
teacher to provide input or stimulus as his role is that of a facilitator in the learners’ writing.
Seow (2002) highlights the importance of teaching students systematically problem-solving
skills that need to be involved in the writing process and help them achieve their goals at each

of the stages of writing, such as planning, drafting, revising, editing and publishing .

Diaz (1985) was one of the first theorists who conducted field studies on the benefits
of the process-oriented approach to writing for college ESL students. After observing her

students in the process-oriented classroom, Diaz concluded that this approach is beneficial for
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learners in the sense that it emphasizes student-centered learning and makes it possible for the
learners, who are developing as writers, to use a variety of process strategies and techniques
appropriately.In the same vein, Adipattaranun (1992), while studying the variables in the
writing process of college ESL students, asserts that his nine college ESL students developed

their writing skills after following the process approach to writing .

Other researchers namely Ora’s (1995), Jouhari (1996), Tyson (1997, 1998, 1999,
2000 in Alhosani, & 2008) followed the same line of thought as Adipattaranun and Diaz in
the field of process writing. Ora’s (1995) conducted a practical study whose participants were
thirty three students of freshman English class at a Philippines university to investigate the
effect of the process-oriented approach to writing. The students were divided into two groups
(@) and (b). Group (a) was exposed to the traditional approach to writing whereas group (b)
was taught through a process— oriented approach. Ora’s found out that the process approach
taught to group (b) was more beneficial to the learners’ writing than the traditional approach
taught to group (a) .Jouhari (1996) also carried out a study to diagnose the effect of the
process writing approach on Saudi college freshman students. He concluded that students
looked at this approach from a positive angle as their skills were improved, especially in

terms of generating new ideas, drafting, editing and revising.

Along the same line, an action research over four years was conducted by Tyson
(1997-2000). The subjects were Korean college students in a writing class. The findings
indicated that students were more motivated and confident towards writing. Besides, students
were able to write long and better pieces of writing compared to their previous compositions
because of the process writing techniques they used in the class. Furthermore, Coffin et al,

(2003) summarize the benefits of process writing for students and teachers which are greater
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quantity of writing performance, higher students’ motivation and efficient use of grading

time .

Another approach to teaching writing that shared some similarities with product-
oriented approach to writing and that emerged as a reaction to process writing approach was
the genre-based approach. Swales (1990: 58) claims that a genre is “a class of communicative
events, the members of which share some set of communicative purposes 2 Ahn (2012) views
that the genre-based approach has been introduced in response to the shortcomings of the
process approach in which students were responsible for finding text structures by themselves
through the process of experimentation and exploration. The genre-based approach sees
writing from a linguistic perspective and so does the product approach. However, Badger and
White (2000) note that the social and cultural context play a major role in the variation of

writing according to this approach.

Genre theorists believe that language is a system of making meaning or as Halliday
(1978) describes it, a social semiotic system. They confirm that language should be studied at
the text level with much attention paid to the social and cultural context in which it is
produced. There are three stages in the genre-based approach to writing. After a model of a
given genre is introduced and discussed by the teacher, students are engaged in tasks in which
they choose relevant forms. The production of a text is the final stage that Dudley-Evans
(1997) has identified. Widodo (2006) notes that learners who are taught through the genre-
based approach to writing, should determine the purpose of their writing, the audience and

organization .
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The genre-based approach to writing is beneficial for learners as it enhances students’
motivation and willingness to learn English. Furthermore, it fosters a sense of responsibility
and collaboration among learners and encourages teacher-supported learning (see Hyland,

2007).

Instruction-oriented writing approach, supported by a number of studies, came to light
to work on several matters in writing. It emphasizes the importance of studying and analyzing
the organization of writing. Sengupta (2000) carried out a study about the potential usefulness
of giving instruction in revision strategies to secondary school students who wrote in English
as a second language. He concluded that teaching these strategies explicitly in the classroom
had a positive effect on the quality of the students’ final product. Connor and Farmer (1990)
believe that in order to have concise, coherent and a more focused text, the second language
students should be taught the concept of topical structure analysis to be used as a revision
strategy for the texts they produce. Furthermore, Cresswell (2000) confirms that teaching of
the organization of writing and considering its process raise students’ awareness, help them
control their writing and improve their ability to consider the content of their writing.Tsang
and Wong (2000) also conducted a study about the effect of teaching grammar explicitly on
students’ writing. They asserted that students were highly motivated to write and able to use

syntax adequately.

This approach stresses the importance of peer revision on second language writing.
Villamil and de Guerrero (1998) found that peer revision had a considerable effect on the
quality of the students’ final product. Similarly, Berg (1999) confirmed, after teaching her

students on how to come up with an effective peer response to a writing composition, that
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training students on peer response influenced positively the students’ quality of their writing

performance as well as their revision type choice .

Though there has been an increasing interest in writing, there is still a lack of literature
on the models of learning how to write in second language. Researchers attest that instruction
in writing has a positive effect on the students’ final writing performance. It should be pointed
out that the ability to write effectively does not only require receiving teachers’ instructions
and peer revision, but it also depends on the students’ level of proficiency and their

willingness to write .

2.1.5. Models of Teaching Writing

There has an increasing interest in how to teach second language writing over the last
few decades. Researchers attempted to create useful models for teaching writing as they
believe that an effective teaching of the writing process requires applying a good model.
Learners should be provided with a framework that enables them to understand both the
learning and the instruction of writing. They also should know the different cognitive

processes involved as well as the goal of the writing process .

Writing, it should be noted, is a complex process of putting the knowledge of the
subject matter in an organized and a well-structured framework which facilitates its
presentation. For Murray (1980), writing consists of three processes: rehearsing, drafting and
revising. Other studies show that writing is a language process that requires planning,
translating and finally reviewing the written production. Murray suggests that in her effective
model of writing, the writer should bridge his previous knowledge to the sets of idea he

generated from his readings and transfer them in a written format .
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Flower and Hayes’ (1981) model stresses the cognitive processes the writer, while
composing, uses such as planning, text generation and revision. First, the writer has to decide
what to include in his piece of writing and how to say it. Then, he moves to turning the
generated ideas into a coherent text. Finally, the writer has to improve his text by revising and
correcting errors if there are any. Flower and Hayes (1981) add that mature writing is
considered as a problem-solving activity that involves some operations to reach its target.
Their model explains the interaction of some components such as the three writing processes,

task environment, the writer’s long-term memory and the writer’s motivation .

This model has been as a starting point but it has been seriously criticized by
researchers such as North (1987) who claims that this model is extremely vague as it does not
provide sufficient understanding for uncontrolled experimentation. Thus, many attempts
namely, Borner’s, 1987; Grabe & Kaplan’s, 1996; Kroll’s, 1990; Silva’s, 1993;
Zimmermann’s, 2000) have been made to propose additional components to Hayes and
Flower’s model. In addition, Cooper and Holzman (1989) assert that this model does not take
into account the different activities in which the writer is involved in the process of writing .
Borner (1987) has elaborated Hayes and Flower’s model by suggesting some additional
aspects such as the second language proficiency, the second language teaching goals, the
learner’s experience in both his first language and second language, and the language
problems second language students encounter when translating from their own language. In
the same vein, Zimmermann (2000) highlights the significance of the translating factor and
views that both planning and reviewing are less important for second language writers than

this aspect .
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Breiter and Scardamalia (1987) took into consideration the factors that are responsible
for the differences between the skilled and the less-skilled writer. They argued that the former
uses what is called the knowledge- transforming model, which is a problem- solving activity
that aims at achieving the goal of the composition, whereas the latter uses the knowledge-
telling model, which involves generating ideas from the memory and translating them to a

piece of writing .

Despite the ongoing research on the field of second language writing, there is still no
complete model that covers all the aspects of writing, takes into account second language
proficiency and contextual variables, and explains the unclear issues that surround teaching

and learning of second language writing .

2.1.6. The Importance of Writing

Much research has been carried out to investigate the importance of writing in the
language learning process. Writing is not just a mere process that occurs in the author’s mind,
but it is an act that is affected by complex social factors (see Atkinson, 2003; Sperling &

Freedman, 2001) .

The famous American historian and orientalist, James H. Breasted, argued once that
“The invention of writing and of a convenient system of records on paper has had a greater
influence in uplifting the human race than any other intellectual achievement in the career of
man” (In 1.J. Gelb, 1952: 221). .According to Breasted and many others, namely Kant,
Mirabeau and Renan (See ibid), the invention of writing is the beginning of the civilization.
Furthermore, writing is a sign of development in the different fields in the human life and no

civilization can function without writing .
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Gelb (1952:222) noted that:

“The importance of writing can easily be realized if one tries to imagine our world
without writing. Where would we be without books, newspapers, and letters? What would
happen to our means of communication if we suddenly lost the ability to write and to our
knowledge if we had no way of reading about the achievements of the past? Writing is so

important in our daily life that I should be willing to say that our civilization could exist more

easily without money, metals, radios, steam engines, or electricity than without writing .

Writing, as an important language skill, has three major functions. First, like speech,
writing is considered as a means of communication that goes beyond the limitations of time
and space (see Morphy, 2012). Then, Boughey (1996) suggests that it gives permanence to
the following speech. The third function has to do with writing‘s application in art. Smith
(1994) argues that writing reflects human creativity and dominates many fields as varied as
business, education, religion, law, politics entertainment and art (see Smith, 1982), a fact that

has made it a communicative and a learning skill .

Writing is a means learners use to promote their language proficiency (Boughey,
1996; Homstad & Thorson, 1996). Once more, students should learn how to write effective
compositions in order to improve their performance in school as well as gain an important
skill that will serve them in today’s competitive job market as it is noted by Boughey (1996).
Good essay writing can also be the basic requirement of many job opportunities and careers,
Miller (2001) suggests, such as authoring non-fiction books, getting into print journalism,

rendering judicial opinions and persuasive advertising business text.
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It is necessary to know that there are three inseparable and interrelated aspects
involved in the teaching of writing. First, writing is described as the channel of a foreign
language that requires a developed linguistic competence as well as the use of the other
language skills, listening, speaking and reading in this respect. Writing is also one of the
foreign language learning goals, which involves many operations such as note-taking,
summarizing, narrating, and reporting. Ideas are connected by different cohesive devices
while taking into consideration organization as well as continuity that are the essentials of a

good piece of writing .

2.1.7. Students’ Writing Difficulties in the EFL Classroom

Writing is considered a written discourse that is made of orthographic symbols of the
alphabets considering coherence and organization of the final product. Finacchiaro (1967)
states that composition consists of several paragraphs around one theme that are logically or
chronologically organized or show cause and effect. Each paragraph in the written piece has
one central idea and some supporting sentences that provide more clarification of the subject
matter. The transition from one idea to another requires the use of some cohesive devices.
Writing, therefore, is a complex and challenging language skill that is used as a means to
communicate ideas, emotions and thoughts, and based on the collaboration of both cognitive

and physical factors .

To investigate the problems related to writing, many studies have been carried out
(Dong, 1998; You, 2003; Msunjila, 2005; Trang & Hoa, 2008; Alkhasawneh, 2010; Farooq,
Uzair, & Vahid, 2012; Yu, 2012). Dong (1998), in his study of writing difficulties of graduate

students, finds out that non-native students lack the sufficient knowledge about the audience
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and genre of the composition. He highlights that these two important aspects, along with the

social context of writing, should be taught in the very first stages of teaching writing .

You (2003) relates students’ problems in writing to the teaching methods followed in
the classrooms, which emphasize grammatical correctness and test-taking skills instead of
teaching learners how to generate and organize their thoughts. Msunjila (2005) summarizes
students’ writing difficulties as grammatical errors, inexplicitness of fuzziness, spelling
problems, punctuation problems, and poor organization. He believes that if students are taught

writing by professional teachers, then many writing difficulties can be overcome .

In the same vein, Trang and Hoa (2008) conducted a case study and found out that
students’ main problem in writing was related to the introduction section in the sense that they
found it difficult to choose the appropriate materials that should be included in this section.
Besides, they failed in choosing the relevant and the correct vocabulary to enrich their
production. Another problem cited by Tang and Hoa was the ungrammatical, meaningless
sentences that the learner might write due to the linguistic transfer from his own language

(Arapoff, 1967)

Along the same lines, Alkhasawneh (2010) carried out a study to investigate the
Malaysian postgraduate students’ writing problems. The researcher’s interviews showed that
the insufficient vocabulary was the students’ main problem which deprived them from
producing accurate composition in the target language. In addition, referencing and grammar

were aspects which students found problematic .
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Farooq, et al. (2012)’s study on students’ writing problems supports Alkhasawneh’s
conclusion. The survey conducted with 245 students in the twelfth grade who have been
studying English as a subject within the curriculum. The findings showed that those students

had problems in spelling, grammar, L1 interference and poor vocabulary .

Similarly, from a textual organization and pragmatic point of view, Yu (2012)
investigated students’ writing problems in EFL context. He found out that that there was a
correlation between college students’ difficulties in the use of discourse patterns and cohesion
and the impact of their cultural thought pattern. Furthermore, he added that students were not
aware of some important aspects of writing such as purpose, audience, writing style. Thus,
their pragmatic strategy was very poor. This, therefore, requires an aggressive approach to

effectively address learners™ writing difficulties .
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SECTION TWO: ERROR ANALYSIS

2.2.1. Definition of Error Analysis

Error analysis is a very important branch of applied linguistics and second and foreign
language learning. It emerged in the sixties as a reaction to contrastive analysis theory (CA)
which viewed one own’s language as a main source of errors in second language learning.
Error analysis is a technique of identifying, describing and systematically explaining the

learners’ errors using any of the procedures provided by linguistics.

Before the 1960’s, the behaviouristic viewpoint of language that was dominant in the
field of language teaching emphasized what was termed “a perfect teaching method” where
learners’ errors were undesirable to a proper second or foreign language process. The
advocates of this school of thought believed that learners’ errors are the result of inadequate

teaching methods.

As a reaction to the behaviourists’ point of view, Chomsky (1957) maintains that
human beings are born with the knowledge of what is described as “Universal Grammar”. It is
a theory that describes the most fundamental properties of all natural languages. He, then,
thinks that human beings have an innate capacity in the brain that allows them to recognize
that languages have their own inherent structure upon which they depend as well as guide
them in the generation of a vast number of possible and correct sentences. This new language
theory has an impact on language teaching methodology in so far as teachers have gradually
learnt to shift their views from a behaviouristic to a cognitive approach to language learning

in that more importance has been given to learners’ errors.

Corder (1967) was one among many researchers who had a more favourable attitude

towards error analysis. Being the first to consider the learners’ errors as a necessary positive
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factor and a highly significant tool in language learning, Corder claims that “the study of error
is part of the investigation of the language learning process. In this respect, it resembles
methodologically the study of the acquisition of the mother tongue. It provides us with a
picture of the linguistic development of a learner and may give us indications as to the

learning process.

Brown (1987) defines error analysis as the fact that learners make errors that can be
noticed, analysed and classified according to their types to reflect a particular problem which
takes place within the system functioning within these learners. Thus, a serious study, labelled
error analysis, should be carried out in this respect. Brown also tolerates students’ errors and
stresses that, like any other type of learning, language learning requires making mistakes. It
should be pointed out that error analysis is a kind of linguistic analysis that is concerned with
the examination of the learners’ errors in both spoken and written medium. It is “through
error analysis that we can determine the areas that need reinforcement in teaching ” (Corder,
1967:122). As Corder (1973) claims, error analysis is more beneficial to teachers in the sense
that the analysed errors provide the teachers with feedback on whether their teaching
materials were effective and what parts of the lesson were not been well explained, thus, they
needed further practice. The reoccurrence of some errors means that the students have not
grasped the teachers’ explanation, a fact that leads teachers to vary their teaching strategies to

achieve better results in foreign language writing classes.

2.2.2. Errors vs. Mistakes

Corder (1967) and James (1998) suggest that the criterion that should be taken into

account to distinguish between mistake and error is self-correctability. Being systematic,
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errors cannot be self-corrected as they may possibly reoccur and attention may not be paid to
them by learners. The teachers or researchers, Grass and Selinker (1994) state, could identify
and locate them. On the other hand, mistakes can be self- corrected and recognized by
students and there may be no need for the teachers to make the learners aware of their

mistakes.

In the same line, Ellis, (1994) clarifies Corder’s definition of the term “error” when he
asserts that the latter occurs when the deviation arises due to a lack of knowledge whereas a
mistake takes place when the learners fails in performing their competence in the target
language. The teacher, in this case, should deal with the learners’ errors by following a
number of strategies after subjecting them to analysis. VVahdatinejad (2008), in his distinction
between errors and mistakes, asserts that lapses, which refer to simple mistakes, are produced
even by native speakers and can be immediately self-corrected unlike errors that need a more

serious remedial practice.

Snow (cited in James, 1988) highlights the two steps of error development. The first is
the errors that occur when learners do not know the rule and are unable to recognise them as
errors, and the second step has to do with the presence of errors that learners recognise as
errors which are difficult for them to correct. A mistake, according to Snow, is when learners
can correct the wrong form by themselves. This is a conception of a mistake that may be

referred to as a third step.

Corder (1987) distinguishes between systematic errors which occur in the second
language and non-systematic errors that take place in one’s own language and are labelled
‘mistakes’. He explains the significance of learner’ errors in three different ways: they, first,

show to the teacher the learners’ progress. Errors reflect how the new language is acquired
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and what strategies the students use. In addition, the learner can learn through error making as
it is considered as an essential part of learning. As far as the importance of learners’ errors is

concerned, Corder (1967:167) claims that:

“First, to the teacher in that they tell him, if he undertakes a systematic analysis, how
far towards the goal the learner has progressed, and consequently what remains for him to
learn. Second, they provide to the researcher evidence of how language is learned or
acquired, what strategies or procedures the learner is employing in his discovery of the
language. Thirdly, (and in a sense, this is their most important aspect) they are indispensable
to the learner himself, because we can regard the making of errors as a device the learner

uses in order to learn”.

According to James (1988), errors in writing such as those related to tenses,

prepositions and weak vocabulary are the most frequent types of errors made by students.

2.2.3. The Importance of Error Analysis

Error analysis is proved to be a useful tool in second language learning that helps
teachers, textbook writers and syllabus designers to identify the students’ problems in
learning the target language so that they can design remedial exercises to emphasize their
weaknesses and promote language learning. According to Ancker (2000), making mistakes or
errors is a part of cognition and a natural process of learning a language. Corder (1967), in
turn, argues that errors are the visible proof indicating that learning is taking place. He also
notes that they reflect how languages are learned if they are studied systematically. Weireesh
(1991) believes that error analysis is of a considerable importance to identify and treat the
difficulties that learners face during the learning process. Furthermore, making errors is a tool

used by learners in order to learn a language.
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The study of learner’s errors, Sercombe (2000) notes, should be seen as beneficial for
both teachers and learners for three aims that error analysis attempts to achieve. First, to
identify the learner’s level of proficiency in the sense that errors can offer the teacher a clear
and reliable picture on how far the learner has progressed towards their learning objectives.
So, learners’ errors should be viewed as valuable feedback instead of obstacles that hinder the
learning process. Second, error analysis is an effective tool to identify the common difficulties
that are encountered by learners. Third, this effective tool serves as a report on how the target

language is learnt in general.

According to Candling (2001), error analysis is the monitoring and the analysis of
language learners’ errors that serve as an important aid for teachers and practitioners in the
field of language teaching to understand the processes of second language acquisition.
Furthermore, Olasehinde (2002) points out that students’ errors are unavoidable in second /
foreign language learning, they are rather inevitable, normal and important features of the
learning process. This view is espoused by Stark (2001) who argues that teachers should not
consider learners’ errors as a failure but a positive sign of a developing, dynamic learning

process that is open to changes.

2.2.4. The Sources and Causes of Learners’ Errors

In recent years, researchers in the fields of second and foreign language learning
attempted to focus on learners’ errors as the focal point that allow teachers to predict the
difficulties encountered while learning a second or a foreign language, thus, devoting more
emphasis on the areas that need to be clarified. In fact, most teachers, if not all, know less

about error analysis even though this discipline has become one of the important teaching
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processes over the last decades. They even have negative attitudes towards errors committed
by their students in the classroom, which they believe, should not be tolerated and must be
addressed forthrightly. The teacher’s efforts would not be fruitful, though he thinks that he
has spent a considerable time, energy and hard work dealing with error correction, if he were
not armed with a strong theoretical foundation in error analysis. In fact, teachers have to
identify and analyse the students’ common errors and obtain information about their causes so
that they can prepare appropriate teaching materials to correct them and enhance the

effectiveness of the teaching — learning process.

Researchers, namely Richards (1971), James (1998), Ellis (1995) and Kazemian &
Hashemi (2014) dealt with issues related to error analysis and their interrelation with
language learning. And, in their analyses, they came up with a number of reasons that lie
behind committing errors in an attempt to better understand the process of English language

learning.

1. Language transfer refers to the fact that one language (a) is learnt in the presence of
another language (b). When similarities are approached, the existence of language (b)
in language (a) learning can be positive for learners as it can facilitate the
understanding of some linguistic structures that may be difficult to grasp if learnt in
the new language only. On the other hand, differences in structures of the two
languages cause what Wilkins (1972) calls “negative transfer”, which denotes the
interference of the learners’ own language in the foreign language learning. Language
transfer, it should be pointed out, involves different aspects such as word order,
pronunciation, grammar, semantic, pragmatic and cultural transfer. An Arab learner of
English may produce the following sentence “a lady pretty” instead of the correct
English structure “a pretty lady” because of the transfer of the Arabic pattern “alws

saw”, Wilkins (1972:29) considers that:
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3.

“When learning a foreign language, an individual already knows his mother
tongue, and it is this which he attempts to transfer. The transfer may prove to be
justified because the structure of the two languages is similar — in that case we get
“positive transfer” or “facilitation” — or it may prove unjustified because the
structures of the two languages are different, in that case we get “negative transfer” —

or interference”.

Overgeneralization of the target language linguistic material takes place when the
learner inappropriately extends the use of or, using another term, overgeneralizes a
given form or a grammatical rule over the other forms or grammatical rules of the
target language. James (1998) considers the case of children during their first language
learning as the best example of overgeneralization. Richards, in the Official Website
of Educator and Arts Patron Jack C Richards (2016), answered a question related to
the notion of overgeneralization which he clarified through the example of making
irregular verbs fit regular patterns as with “breaked” as a past form of the verb “to

break™ and also the case “seened” as a past form of the verb “to see”.

Simplification refers to the fact that learners make use of very simple forms instead of
more complex structures which result, sometimes, in committing serious errors.
Ortega (1999) argues that this phenomenon is very common in the early stages of
language learning. For instance, the learner of English may use the 1% person rule of
verbs in the same way he makes use of the 3" person “he / she” as in the following:

- Heenjoy/ | enjoy listening to Hip-Hop music.

- She keep / | keep walking in the darkness.
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4. Fossilization is a situation where the learner‘s linguistic or grammatical development
in some aspects is stopped at a given level despite the progress occurring in other
areas of the learning process. Consequently, errors in grammar and pronunciation,
though they have a high frequency of occurrence, do not affect comprehension or
cause any breakdown in communication. The omission of the 3™ person “s” in the
following sentences is a clear example of fossilized errors.

- She practise tennis every day.
- He claim that he is innocent.

- She always draw a nice portrait in her leisure time.

5. Underuse is a situation where a learner underuses a form that has been studied and
practised many times in the foreign language classroom. In a case of this nature, the
learner will be over-dependent on some grammatical forms that are, in fact, correct
and prefer to use them instead of using other available forms. According to Richards
(1971), the learner may underuse some grammatical forms instead of using some
structures of if-clause because some constructions, the learner believes, may be
difficult to employ in the communicative act. The following sentence is an example of
underuse. The learner may say:

“I didn’t work hard so I didn’t succeed” instead of using the structure “/ would have
succeeded if I had worked hard” .

6. Lack of knowledge of language rules is one of the main sources of learners’ errors
which is the result of failure to observe and understand the structures of the foreign
language as well as to know how to apply them in real situations. Students’
insufficient knowledge of language rules results in the reoccurrence of errors and

mistakes which hinder the foreign language learning process.
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2.2.5. Classification of Errors

The classification of learners’ errors is one of the problematic points that occupy the
most prominent interest of researchers in the field of Error Analysis and language teaching. A
number of categories are suggested, one of which is what is introduced by Burt and Kiparsky
(1974) who make a distinction between global and local errors. The former involves “the
overall structure of a sentence”, whereas the latter has to do with “a particular constituent”
only. Harris and Silva (1993: 525) define global errors as the ones that interfere with the
reader’s intended understanding of the text. Thus, this type of errors should be given priority
when it comes to correction over local errors because they affect the meaning of the text. One
of the major reasons of the learner’s global errors is related to the understanding of what the
assignment asks him/her to do. If the learner misunderstands the kind of writing he/she is
asked to write, then the error produced will be global. Other types of global errors have to do
with content and organization. Staying focused on what the assignment asks for is the
learner’s most difficult task in the writing process. The occurrence of errors can block the
writer’s messages as it is proved by Bates, Lane and Lange (1993). In addition, contextual
elements such as predispositions, educational background, cultural background, linguistic
background along with English writing proficiency and students’ motivation for writing can,
in Ferris and Hedgcock’s opinion (2005), affect the ability to understand the process of

writing in the second or the foreign language.

According to Stanley (2004), local errors demonstrate the complex problems ESL
writers encounter when writing. Research demonstrates that this kind of errors involves noun
and verb inflections, the use of articles, prepositions and auxiliaries, whereas global errors,

that are more serious, involve wrong word order in a sentence. Harris and Silva (1993) state
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that grammatical issues can cause global as well as local errors, which Ferries and Hedgcock
(2005) relate to the lack of acquisition of English graphemic and orthographic conventions,
the use of L1 grammar in L2 writing and a little or no experience with English rhetoric.
Researchers such as Richards (1971), categorize errors according to the source text, into
interlingual and intralingual errors. The first type refers to the errors that are attributed to first
language interference while the second type has to do with errors that are committed by
learners of second or foreign language no matter what their first language is. However,
intralingual errors include overgeneralization, simplification, communication-based and

induced errors.

Taylor (1975) further expands the notion of overgeneralization discussed by Corder
(1973). For him, overgeneralization can be explained as the inability to appropriately apply a
rule of English in a given situation. Furthermore, transfer errors, in Taylor’s classification, are
defined as any errors that are committed by learners in the target language and can be
attributed to the structure of their own language. It should be noted that translation errors,
another type of errors in Taylor’s taxonomy, are comparable to Chomsky’s performance

errors (1965) in that they can be attributed to simple lapses of attention or forgetting.

Selinker’s (1972) taxonomy of language learners’ errors differs from the one adapted
by Taylor. For him, language learners commit simplification, communication-based errors as
well as teaching-induced errors, which occurs due to “inappropriate training” and “the over-
emphasizing of drilling technique on a certain linguistic item” (See Stenson, 1974) in their

writing performance.
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Corder (1973) classifies errors into four main categories which are (1) addition of an
incorrect or irrelevant element, (2) omission of a necessary element, (3) selection of an
incorrect element and (4) wrong ordering. To begin with, addition appears when the learner
adds any grammatical item to a word that does not require it, for instance, adding “s” to the
words knowledge, advice, and information. Second, omission refers to the absence of a
linguistic item that is required in a well-formed sentence, e.g. omitting the auxiliary verb “is”
in “He reading an interesting book” or the morpheme “es” in “She do not like Rock music”.
Third, by selection, Corder refers to the misformation and the selection of a wrong form of a
morpheme or a structure. e. g. selecting the wrong morpheme of the past from of the verb “to
give” in “I gived the book she asked for” using the superlative form instead of the
comparative form, which is the one required in the following sentence: “Algeria is largest
than Egypt”. Finally, ordering refers to the incorrect placement of a morpheme or a word in a

sentence. e.g the learner may write/ say the following:

e “Ido not know what is she doing” instead of “I do not know what she is doing”.

e  “What | should do?” instead of “What should I do?

Language learners’ errors involve all language systems, be they phonological,
morphological, lexical or syntactic. Some of the Arab ESL learners make a common
phonological error that is the inability to distinguish between the phonemes /p/ and /b/. So,
instead of saying parking, prison, Poland, they say barking, brison, Boland. Language
learners can make morphological errors such as adding ‘s’ to nouns that do not have a plural
form such as mens, advices, sheeps, peoples. Another type of errors that learners make
extensively, especially in their written performance, is the one related to lexis. The following
error has been identified by the writer of this thesis in one of his students’ writing

composition in EFL classroom in an Algerian high school. The learner wrote: My mother left
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me when | was 6. | cried but finally, | said this is the written. The student’s choice of the
word written in bold has been influenced by Arabic, his mother tongue. Thus, instead of using
the word “destiny”, he had recourse to the word “written”, implying that whatever was
‘divinely written’ prior to one’s birth is bound or destined to happen. Word order, subject-
verb agreement, the use of the resumptive pronoun in English relative clauses produced by
Arab learners of English, are examples of syntactic errors. An example of subject-verb
agreement error is illustrated in the following sentence: Gold, a precious metal, are expensive
for reasons. (is should be used instead of are). Another example of syntactic error related to

resumptive pronouns is exemplified in the following:

The girl whom I love her is called Leila. (instead of saying “The girl whom I love is called

Leila”.

2.2.6. Procedure of Error Analysis

Error analysis procedure has to do with how error analysis is carried out. First,
researchers should make a difference between “mistakes” and “errors” as it is discussed
above. Broadly speaking, Brown (2000) defines the term mistake as a performance error that
occurs due to the misuse of a known system correctly, while an error is a clearly observable
deviation from the grammar of the native speaker that reflects the interlingual competence of

the language learner.

As far as error analysis procedure is concerned, Corder (1967) suggests a three- stage
model to analyse learners’ errors in a second or foreign language classroom. It is based on
data collection, description, and explanation. Elaborated and clarified later by Ellis (1994),

this model first requires the selection of a corpus language of which errors are detected, then
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classified according to their type using one of the different classification methods suggested
by researchers in the field of error analysis. After analysing the identified errors, an adequate
explanation of the different types of errors should be provided by the analyst. Selinker (1992)
was concerned too with identifying the different steps the error analyst should go through to
end up with a rigorous analysis of learners’ errors that may tell the teacher how far his
students have progressed towards the goal and, therefore, what remains for them to learn. For
him, to conduct an error analysis, the teacher should be ready to collect data, identify,

classify, quantify, and analyze the source of errors and remediate for them.

According to James (1998), the first stage of error analysis consists of what is termed
“broad trawl”, which means that the initial analysis that helps the analyst acquire a first
impression of the students’ abilities and limitations to single out the areas of target language
competence where they are likely to commit errors. Ellis and Barkhuizen (2005) believe that
students’ samples of productive English remain the best method of investigating second
language acquisition. When collecting data, the error analyst should take into consideration
the purpose of his study so that he can collect the relevant data that fit the research’s aim and
provide evidence of how much the learner really knows about the target language. Description
is the second stage of error analysis suggested by James. According to him, there are three

reasons for describing data:

e The need for labels so that intuitions can be compared with those of other people.
e The need to count errors
e The need to create categories of errors which can be compared intralingually and

crosslingually (Hobson, 1999)
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It is in the second stage of error analysis that the researcher compares learners’
sentences with the correct sentences in the target language and, finally, identifies the errors.
Corder (1967) notes that the teacher has to specify how the English learner’s error differs
from that of the native speaker if he wants to describe an error .For example, if the teacher
wants to identify grammatical errors in his learners’ written production, he should, as Ellis
and Barkhuizen (2005) suggest, compare them to what is known to be grammatically correct
in authentic English grammar books. Nevertheless, if the study aims at analysing learners’
errors in oral production, the variety of English that the learners are exposed to has to be taken
into account in this respect. The researchers state that the categorization of errors by word
class such as verb, subject, adjective, which can result in other subcategories of errors i.e.
errors of tenses, error of aspect and so forth, can be a useful technique in identifying the
learners’ errors easily. Explanation of errors is the most important stage in error analysis in
that it describes the factors that have induced the learner to commit each error. Researchers
rely on different factors (mainly transfer that is the influence of L1 on writing in L2, and
overgeneralization) to classify and explain the errors that they have already identified in the
students’ English production. Finally, evaluating and drawing conclusion on the collected
results is the error analyst’s last step that determines which errors need to be handled and
which errors may be tolerated. Thus, an adequate remedial teaching should be done to treat

the serious ones.

2.2.7. Criticism of Error Analysis

Error analysis has not escaped criticism from researchers and teachers alike, from both
theoretical and methodological points of view. According to Hobson (1999), the norm from

the perspective of error analysis is the target language, and, therefore, the slightest deviation
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from it is considered as an error. Van Els et al., (1984:47, cited in Hobson, 1999) note that
several factors such as the linguistic context, the medium (spoken or written), the social
context (formal or informal) and the relation between the speaker and the hearer (symmetrical
or asymmetrical) are important in determining the norm. Viewing any deviation from the
norm as an error, some researchers, such as Hobson, ignore an important part in language
learning which is the learner’s creativity as well as his natural ability in building up a new

language.

Error analysis has been seriously criticized on a number of methodological and
theoretical grounds. To begin with, methodological reasons lie in the weaknesses in error
evaluation, lack of precision in defining the point of view under which an utterance is
considered erroneous, difficulty to find the interlingual or intralingual source of error,
classification and interpretation of errors. The theoretical reasons are related to the
comprehension of error analysis techniques as a means to infer the process of learning a
second language. Consequently, error analysis does not provide a complete idea of the
learners in terms of their competence and performance. For error analysis to be efficient, it
needs to study both erroneous and non-erroneous forms, a fact that is not taken into account

by error analysts.

Another criticism has been raised by researchers in the field of second language
acquisition was that error analysis cannot explain the development of the learner during
his/her process of acquiring a second language since analysis is done on a static text , a sort of
language photo taken at a certain moment under certain circumstances. However, as Ellis
(2003) states, no dispute between longitudinal studies and error analysis exists since the study

of errors through different stages of the learning process can contribute to the understanding
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of the strategies learners put when acquiring a second language, though he also asserts that
error analysis has some shortcomings in terms of methodological procedures, theoretical

problems and limitations in scope (in Ellis, 2008).

Error analysis, Schachter (1974) believes, deprives the learner from using avoidance
strategies that he employs to avoid what is difficult by making the best use of some structures
that he is convinced will help him get the idea. So, Error analysis does not allow for
“avoidance phenomena”, using Schachter’s words, as its subject matter is to deal with and

predict the difficulties the learner intends to avoid.

Error analysis, Alexander (1979) puts it, measures “production, that may be fairly
restricted, rather than perception which may be less restricted” (cited in Hobson, 1999:10).
In other words, Error analysis only gives importance to errors instead of investigating all of
the students’ production. That is to mean, not all of the errors will be dealt with if the error
analyst partially studies the student’s written performance. It should be noted that some
errors, though they are grammatically correct, they can be pragmatically inadequate.
Furthermore, the classification of these errors is not always proper due, most likely, to the
analyst’s lack of sufficient knowledge of the two languages. Thus, Schachter and Celce-

Murcia (1977) state that errors are often classified subjectively.

As far as the identification of errors is concerned, researchers claim that the mother
tongue’s influence on the learners’ errors differs from one language to another, the fact that
makes the error analysts’ task of identifying and measuring them more difficult. Hobson has
strongly criticised error analysis for its inability to correctly identify the right source of the

error in that it could be attributed to one source when it may be related to more than one
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source. In another case, the learner’s error could be related to multiple sources whereas there

was only one source. (see Long and Sato, 1984: 257).

One of the major points that cons of error analysis such as Schachter and Celce-
Murcia (1977) shed light on, is the quantification issue which takes place when a given error
is repeated over a text. Quantifying could be a difficult task when a learner’s error causes
other errors in the text to be analysed. The procedure could be more complicated because of
the way analysts study the committed errors. Some of them take into account every single
error (token) even if it is repeated more than once in the same text (see Lennon, 1991),

whereas others do not emphasize the re-occurrence of the same error and count rather errors

types.

Conclusion

As it is shown above, chapter two has been particularly devoted to the writing skill
within the field of error analysis. The discussion has shown the importance of both fields in
ELT. First, writing, undoubtedly, occupies an important place in foreign language teaching as
it is considered that aspect of the language that students find complex and challenging. This
chapter has shed light on the approaches adopted as well as the models used to teach such a
skill. A summary of the main deficiencies students overcome when writing in English have
been presented. The second section has been reserved to the various error taxonomies
suggested by researchers in the field of error analysis. Part of this section has dealt with the
procedure of error analysis and the possible sources of learners’ errors. Finally, the chapter
ends with reviewing the main criticisms that error analysis has received by several

researchers.
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CHAPTER THREE: TRANSLATION IN FOREIGN LANGUAGE TEACHING

Introduction

This chapter provides a diachronic view of translation in the EFL classroom. It
summarizes the arguments for and against its integration in EFL daily practices. This chapter
discusses the heated debate on the use of own-language in the history of ELT. It also

examines the different types of texts and states their relevance to translation activity.

3.1. Early Views of Translation in the EFL Classroom

Before the 19th century, the scholastic method that was popular had been widely used
by individuals who wanted to study the written form of a language independently and/ or to
teach Latin and Greek in grammar schools. “The scholar would study the grammar of a
language, and read texts almost invariably religious or literary, with the help of a dictionary

and the acquired grammar “(Malmkjaer et al., 1998:2).

Translation was for a large measure very beneficial for individuals who wanted to study
Latin and Greek before the ninetieth century or to learn to read, a process that was based on
translating whole texts to exemplify grammatical points. Reformist in its concept, the
Grammar-Translation Method emerged from attempts to deal with the weaknesses of the
scholastic approach and make it effective for teaching modern languages for large groups of
young learners who have different learning abilities in secondary schools in Prussia. The
teacher used translation of individual, decontextualized sentences instead of passages from

classical works, to explain grammatical features for his students.
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GTM has received harsh criticism from the members of the early Reform Movement
in the late ninetieth century and this criticism extended later, in 1960s and 1970s, by the
advocates of the new methods, the Direct, the Natural and the Communicative Method of
language teaching that came up with new principles. A prominent principle among these was
that translation should be pushed aside from foreign language teaching. Speech and oral
classroom methodology, rather than writing, were highly valued and a considerable
importance was given to connected text in teaching and learning in order to avoid cross
associations between one’s own and foreign language (Howatt, 1984: 171-172, cited in

Malmkjaer et al. 1998: 3).

The Natural Method was based on what Howatt describes as:

“learning how to speak a new language ...is not a rational process which can be
organized in a step —by-step manner following graded syllabuses of new points to learn,
exercises and explanations. It is an intuitive process for which human beings have a natural
capacity that can be awakened provided only that the proper conditions exist. Put simply,
there are three conditions: someone to talk to, something to talk about and a desire to
understand and make yourself understood”. Howatt, 1994: 192, cited in Malmkjaer et al.,

1998:4)

In fact, this method was first applied by Maximilian Berlitz (1852-1921) who opened
school for a huge number of immigrants who were arriving in the USA in order to urgently
learn to write and understand speech. (see Malmkjaer,1998:4) .During this period, the
manuals designed for teachers of the foreign language banned the use of translation by

teachers and learners alike in all the stages of learning.
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Gatenby (1967) was one of cons of translation as a means to practise the foreign
language who notes that this activity cannot even be a reliable testing procedure. He goes on
to say that translation as a teaching technique, especially literal translation he emphasizes, is
an inadequate pedagogical procedure that can never be viewed as a measure of
comprehension. Gatenby adds that students should be well trained to dissociate the first

language from the foreign language to avoid interference.

3.2. Revival and Current Views of Translation in the EFL Classroom

Translation started to regain its position in EFL classroom after a long period of
marginalization and rejection due to vehement objections against it by most of language
teachers and teaching professionals who have, over the last decades, recognized its
importance because of the shift from the view that translation is a language testing tool to an
effective aid, among many, that helps learners improve their foreign language proficiency.
Subsequent research in the field of language teaching proves that, though it has been banned
from the language classes for a while, it remains an effective activity in language courses

across the world.

Atkinson (1987) suggests a limited and a purposeful L1 use in the foreign language
class. In his article (ibid) “The Mother Tongue in the Classroom: a neglected resource?”
considers that translation, as proven by solid practical evidence, is the learners’ preferred
language learning strategy. Furthermore, from Atkinson’s perspective, prejudice is never a
convincing reason to forbid learners from engaging in classroom activities “in which they may
well have more faith than other more communicative, effective or humanistic approaches”
(ibid: 242). In his opinion, teachers may allow their students to use their L1 to express their

ideas and encourage them to report these ideas in the foreign language. It should be noted that

87



it is up to the teacher, as Macmillan and Rivers (2011) think, to control the use of translation
in class participation due to the absence of sufficient literature and clear findings on how to
use translation to boost the foreign language teaching and learning process in all its stages.
Besides, Atkinson adds that there is no reason to consider translation, which might promote
guessing strategies as he noted, a waste of time as long as it helps the teacher explain the

difficult input that takes a long time to grasp.

Following the same path, Danchev (1982) claims that “translation/ transfer is a natural
phenomenon and inevitable part of second language acquisition even when no formal
classroom learning occurs” (cited in Harbord, 1992: 351). That is to mean, learners make use
of translation unconsciously by thinking in their mother tongue when they are introduced to a
given material in the foreign language classroom regardless of whether the teacher allows

them or not.

Over the last two decades, there has been a considerable and unprecedented growth of
interest in translation practice in the language classroom. A brief overview of the historical
origins of translation in language teaching will outline its development over time and will
also shed light on how translation eventually had been seen as a blot on the educational
landscape in the language teaching and learning process. Translation, it will be explained, can
be useful if it is used purposefully and adequately in EFL classroom. The literature on the
subject will, undoubtedly, help us have a clear understanding of this pedagogical tool as well
as provide teachers and learners with guidelines on how to make the best use of it in the EFL

classroom.
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3.3.  Arguments for the Use of Translation in the EFL Classroom

The use of translation in EFL classroom has long played a controversial role in foreign
language teaching. However, it has been strongly rejected as it was considered as a reminder
of or a return to old teaching methodologies mainly to the Grammar-Translation Method
(GTM), which arose in the 19th century and was derived from the classical method of
teaching Greek and Latin. Back then, translation had been employed to understand and learn
better the grammatical use of the second language by providing meaning using one own-
language translation. Unnatural, artificially made—up sentences were used to illustrate
grammatical points that were to be discussed in the classroom. Such sentences were translated

in writing into or out of the target language.

The usefulness of translation in EFL context has widely been brought into question.
The objections raised against the use of translation in foreign language classroom are
associated with the shortcomings of GTM, the dominant method in the field of language

teaching until the 20" century.

Many teachers and theorists specializing in the field of English language teaching
(ELT) recognize the validity and the value of translation as both an effective tool in
developing the learner’s language skills and as a testing tool in language teaching and
learning context. Several recent studies prove the effectiveness of translation in EFL
classroom and support teachers to integrate it accurately and judiciously in their teaching
process. This shift in teachers’ and theorists’ attitudes is based on arguments drawn from

concrete evidence on the ground.
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Duff (1989, 1996), Deller and Rinvolucri (2002), Luke Prodamou (2000), Bowen and
Atkinson (1987) and others agree that translation may enhance language learning by
developing students’ skills and competences in using the foreign language. Duff (1992) notes
that translation is of a considerable importance in fostering three essential qualities in
language learning process, accuracy, clarity and flexibility in the sense that students express
the idea using the most appropriate words (accuracy) that they have to search for and be
flexible when doing it. The product of the previous process has to convey meaning (clarity).
The above qualities make translation a multi-skills activity that develops balanced foreign
language teaching—learning process. Duff further, adds that translation enhances some
cognitive skills such as reflection and analysis since there is no one single answer when the

various interpretations of a given text are at stake.

The current cognitive view of language learning sees that the use of first language
(L1) is viewed as a source on which learners rely and that they consider as a stepping stone to
a new knowledge. The reassessment of own language use leads to a bilingual method of
teaching the foreign language instead of the monolingual environment in which English is,

being both the means and the end , the only language spoken during the class.

Bowen (1987) is one of the theorists who favour the use of translation in EFL context.
He goes on to discuss the right and the wrong use of the mother tongue in monolingual
classrooms and summarizes his research by stating that the mother tongue can be employed to
provide a quick and appropriate translation of a particular English word that might take a long
time for the teacher to clarify and this clarification might not be correctly understood. Bowen
believes that translation does not only develop the students’ linguistic competence but also

the contextual and the cultural ones. Compensation and meta-cognitive strategies are among
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the strategies that can be promoted through this pedagogical tool. When translating, students
are given the chance to come up with the different possibilities with which an idea may be
expressed through contrasting language patterns and code-switching. Students rather
compensate for a missing piece of language by using another language just to avoid the
breakdown in communication. Thus, the diversity of alternatives that translation may offer
can raise learners’ awareness that ideas may not be expressed in one way only. Deller and
Rinvolucri (2002) state that:
“Until recently the mother tongue was a skeleton in the cupboard. The metaphor is
apt in so far as we have for a long time treated the mother tongue as a taboo subject, a
source of embarrassment and on the part of non-native speaker teachers in particular, a

symptom of their failure to “teach properly” . Deller and Rinvolucri (2002:5)

Both Deller and Rinvolucri (2002) consider translation as a skill among many that the
language learner possesses though it has been widely and strongly marginalized, if not totally
ignored, in the EFL context. In their book, the authors treat the ways the students’ mother
tongue can be effectively used to create a cooperative and an interactive learning
environment. Besides, they suggest different classroom activities in which L1 is used to
clarify how two languages work. Interestingly, they tackle translation not as an end in itself
but as a means to promoting learners’ autonomy and proving that it is one of the many
strategies used in the EFL context likely to help students feel safe in the foreign language
learning context. Many language teachers, in this respect, find that translation is one of the
effective language activities that encourage a student-centered interaction and a cooperative
constructive learning. Deller in another instance claims that

“The mother tongue taboo has been with us for a long time but fortunately now things

seem to be changing. | believe that many teachers have continued to use the mother tongue
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because it is both necessary and effective. However, teachers may well have been using it
privately and secretly and certainly not in front of inspectors or colleagues. So, we just add to

the guilt feelings that we as teachers are so good at having.” (Deller, 2002:3)

Deller’s position summarizes the attitudes and the perceptions of thousands of teachers
all over the world who, though they feel safe in using translation from and into the mother
tongue within their classes, are not allowed to practice any translation even if that of an
instruction of a given task, in front of inspectors. It can be clearly shown that the ideology of
the Grammar-Translation Method still influences people’s views regarding translation,
though they know that it is an unavoidable cognitive activity that occurs at the level of the

mind when students are exposed to the foreign language.

Scholars have found out that students’ knowledge of L1 will be improved through the
use of translation thanks to a contrastive analysis between the two languages involved in the
translation activity. Lazaro (2005:56) does not consider interference between the L1 and the
FL negative but even goes on to believe that it can be beneficial in fostering language
learning. Like Lazaro (2004) and Duff (1989), Pegenaute (1996) asserts that this conscious
learning may then reduce interference (in Marquéz-Aguado & Solis-Becerra, 2013:40-41).
Vermes (2010), in the same fashion, states that interference may occur irrespective of
translation and that any use of L1 would be considered negative (see in Marquéz-Aguado &
Solis-Becerra,2013:42) .Atkinson (1987) summarizes the functions and the benefits of L1 use
in EFL classroom. He goes a step further and explains how translation activities enhance
learners’ fluency in the foreign language. He relates the uneasiness of using L1 in the
classroom to the special attention paid to it by both teachers and learners of EFL. According

to Atkinson (1987: 242), the lack of sufficient literature on L1 use in the classroom may be
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explained in the four following reasons a) the association with GTM, b) training teachers in a
monolingual environment c) the influence of Krashen theories of acquisition and learning d)
the belief that English can only be learnt through speaking English. The above factors push
teachers and syllabus designers to ban the use of L1 in EFL classroom. Meanwhile, Atkinson
(ibid) studies the benefits and the ways of using L1 adequately and purposefully to boost

foreign language learning and make it more enjoyable.

Ferrer (2002) carried out a research work in order to question the use of L1 in the
classroom by both teachers and learners who agree that L1 has an important role to play in L2
classroom. Cross-linguistic comparison, they claim, raises students’ awareness of the
similarities and the differences between both languages. As a result, the learners’ common
errors resulted from interference can be detected and treated. Thus, grammatical as well as
communicative competence will be highly developed (See Marquéz-Aguado & Solis-Becerra,

2013: 43).

The Common European Framework of Reference for Languages (CEFR) (2002)
suggests the notion of mediation that is very important in modern societies in EFL teaching
and learning. The term is defined as the reformulation of an already existed text that the third
party cannot understand or access. Thus, the target text is viewed as a mediator between
speakers of different languages and culture. CEFR proposes the dichotomy of oral and written
mediation that are divided into intralinguistic and interlinguistic mediation. Translation is an
example of the last type (see the research work project conducted by the Council of Europe
entitled ‘Language Learning for European Citizenship’ and results of which have been

presented in 1997). CEFR gives importance to mediation and considers it as a communicative
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skill and, thus, justifies the presence of translation in the language classroom as another

pedagogical tool to be implemented.

Hall and Cook (2013) conducted a research work entitled Own Language Use in ELT:
exploring global practices and attitudes. On the whole, his research sheds light on the extent
to which, how and why teachers around the globe encourage or discourage own language use
in ELT. The research findings show clear evidence of the widespread of own language use in
EFL all over the world. When interviewed or when they filled out questionnaires, teachers
proved that they found translation a useful tool to explain the meaning of unclear vocabulary
and grammar when learners had difficulties to grasp the rules introduced by the teacher (see
also Polio & Duff, 1994; V. Cook, 2001). As claimed by Kim and Elder (2008), Cook (2013)
states that the use of own-language within the class develops rapport between the teacher and
his learners as well as create a good learning environment. Learners make the best use of own
language notably through using bilingual dictionaries as well as comparing their language to

the target one. Moreover, they employ it to prepare for classroom tasks and interaction.

Cook (2013) reports that the participants have more positive attitudes towards own
language use in the classroom. Thus, they did not feel a sense of guilt when other languages
are utilized in EFL classes. The majority of teachers, Cook’s findings on own-language use in
ELT reveal, assert that they do not try to exclude completely the mother tongue use, but agree
that it should be used purposefully and judiciously during the class. The study also highlights
the fact that the teachers questioned claim that own language use is more appropriate with
lower-level than higher-level English language learners. Factors such as age, students’
number or background, it has been proven, do not affect how language is used in EFL

classroom. Most teachers point out that they can decide about the amount of own language to
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be used within their classes themselves though many institutions and even ministries of
education expect that English is the only language to be spoken and used in EFL classroom.
Own language use , Cook’s work shows, is @ more frequent practice in state schools than in
private institutions and in classes that include more lower-level students. Experienced
teachers have positive attitudes towards the mother tongue use due to their own classrooms

realities and experiences.

For Cook, the survey shows that own language use is an established part of ELT
classroom practice, and that teachers could see a range of useful functions for L1 in their
teaching process while recognizing the importance of English within the classroom. He notes
that there is a gap between mainstream literature and practice in the classroom, a gap that

should be put under investigation within the field of ELT.

Clearly, many studies have been conducted to discuss the usefulness of translation in
EFL classroom despite the fact that other studies (as will be shown below) associated it with
the practices of Grammar-Translation Method. However, translation was always part of the
teaching and learning process and could not be avoided by the believers in its potential

advantages in fostering the teaching of English as a foreign language.

3.4. Traditional Reasons against the Use of the Learners’ Own- language in the EFL
Context.

There has been a controversy around the use of the mother tongue in foreign language
teaching. After a long rejection, there have been some voices that called for the reassessment
of own-language use in EFL classroom on the basis of a number of pedagogical arguments

based on different studies that have been conducted in this respect. Before this reassessment

95



had any grip in reality, many language teaching institutions (schools, colleges, universities)
banned the use of the mother tongue in language classes for decades (see Kerr, 2014) for a

number of reasons that are summarized below.

At the beginning of the twentieth century, Maximilian Delphinus Berlitz had criticized
translation as a learning-teaching tool. He rather encouraged “the direct association of
thought with the foreign speech and sound in addition to the constant exclusive use of the
foreign language” (Kerr, 2014:2). Berlitz rejected translation for three major reasons. First,
he thinks that own language use in English Language Teaching (EFL) is a time-consuming
activity and no time is left for using the target language. Then, studying with translation, he
claims, will never help learners get used to the “spirit of a foreign language and the learner
has a tendency to base all he says upon what he would in his mother tongue” (Berlitz

(1916:3-4).

He also notes that “knowledge of a foreign tongue, acquired by means of translation,
is necessarily defective and incomplete; for there is by no means for every word of one
language, the exact equivalent in the other “(Berlitz, 1916:4). Many people may not agree
with Berlitz’s first view on own language use mainly those who have studied the foreign
language in traditional settings in which own language was used in all exchanges, especially
in explaining grammatical points to lower level students. The overuse of own language by
some teachers does not justify its rejection in EFL classroom. There must be a careful
practical guidance for using it judiciously, accurately and purposefully for effective language
learning. As to the second point, Berlitz’s idea of “spirit of the foreign language” seems
vague and difficult to be defined. Broadly speaking, Berlitz may have been referring to the

fact that the learner should think in the foreign language as a Lingua Franca, the language of
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global communication, the idea of “spirit of the foreign language” may be a no more valid
notion as English is being taught for communication with other people with different cultural
backgrounds if Berlitz associated the word “spirit” to the natural culture of the native speaker
of a given language. The question that may be raised in this respect is: if the word spirit
means a national culture of the speaker, how can learners have a spirit of the foreign language

if they belong to a non-English speaking background?

Despite all the strong criticism against the use of translation in language teaching,
there has been a shift in scholars’ views who believe that translation is a valuable didactic
resource in EFL classroom after being considered, for a long time, as an inadequate and
counter-productive tool that hinders the acquisition of a new language. Until the late 1970s,
students were provided with texts that are incomplete to be translated. Students did not have
an idea about the source of the texts, whether the material was authentic or not. They were not
even aware of the kind of texts they were exposed to or why they were asked to translate.
What is clearly shown is that translation was seen as a testing tool to check learners’
understanding as well as to train them to have an ability to translate later. This was the way
the Grammar- Translation Method made use of translation, a method that proved, to a certain
degree, inadequate. The emergence of the “new brave world” governed by two forces,
technology and commerce, in the mid-ninetieth century, questioned the need for a language to
communicate and mediate between the different parts of the world paved the way for a new

view of translation to emerge.

Starting from the late 1970s, translation has widely come to be seen as a complex
process that involves a variety of cognitive skills and abilities. This new idea paved the way

for translation to regain the ground it had lost after decades of total rejection and
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marginalization by researchers, educationalists and practitioners in the field of foreign
language teaching. The advocates of the functionalists’ viewpoint who start to consider the
notion of “Skopos” or “function” (see chapter one) when they approach translation, claim that
the translator takes time to translate from the source language to the target language, taking
into account a particular spatiotemporal setting to find that he is deeply involved in a rigorous
process in order to produce a text such as anticipation, resource exploitation, cooperation,
revision then translation. These interrelated activities, as noted by Mackenzie (1994), form
the basic argument based on which a status of translation started to be reassessed. First, the
translator studies the context of both the source and the target text that will be the final
product in a process known as anticipation. Then, he moves to the second step, resource
exploitation, which entails analyzing the collected texts in the first activity. During the
translation process, many problems that need to be solved can occur involving what is labeled
cooperation between experts. Revision, it should be pointed out, is the last activity that a
translated text passes through. As it is clearly discussed above, the skills that make up the
translation process are linguistically and methodologically related to language teaching. So,
translation has never been independent from the four skills; listening, speaking, reading and

writing.

Vienne (1998) supports the functionalists’ point of view about the effectiveness of the
above activities involved in the contextual analysis of texts and their exploitation by learners
when he asserts that:

“they provide life-like focus for meaningful spoken and written language production and
reception, requiring students to use both their languages for particular, easily identifiable
purposes, both transactionally (to obtain and provide information)and interactively (to get

along with others involved in the activity”.
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(Vienne, 1998:116, cited in Malmkjaer at al., 1998). (see also Brown and Yule, 1983. ch.1)

In the same vein, he adds that even first language activities could be useful if they
involve aspects related to foreign language or culture. Translation, in this case, Vienne views,
cannot cause any harm if it is well planned and purposefully applied in English as a foreign
language classroom. Though many teachers disagree with Vienne thinking that interference
between languages prevents students from developing the linguistic competence, it similarly
raises their awareness of the different linguistic systems they are exposed to as well as help

them control both, especially if the learning environment is a bilingual classroom.

E.V. Gatenby, one of the advocates of the Direct Method, notes that our aim must be
“to get our pupils (...) to the stage where they can use English without having to think”
(Gatenby, 1967:70). By this, Gatenby meant that the learners should learn “how to dissociate
the two languages”. Due to this belief, own language use had been excluded from EFL
classroom for a long time. Separating the two languages seems impossible because of the
structure of the human brain. Spivey and Hirsch (2003) have conducted a research work on
word associations. They, based on scientific evidence, claim that the human brain processes,
even to some extent, knowledge of two or more languages in parallel. Their argument proves
that the brain is not divided into regions where one of each is responsible for the storage of

one language while the second is concerned with storing another language.

The majority of learners, if not all of them, does not want or intend to achieve an
advanced level of proficiency which allows them to think in the foreign language. So, the
language of thought, according to them, remains their mother tongue (see Turnull and

Dailey—Ocain, 2009:5) except for learners who have achieved an advanced level such as (C1)
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on the CEFR scale in the foreign language. It can be clearly shown that English—only policy
(a monolingual teaching) may be inaccurate and unrealistic for many learners, claims Kerr
(2014).

Berlitz’s third argument against translation is that there is no equivalence at the level of
words between languages. Therefore, to claim that translation does not promote linguistic
competence is no more a valid view nowadays as learners want to acquire a level that enables
them to understand and be understood. So, reaching an advanced level to enable them
appreciate a literary prose or a piece of Shakespeare‘s poetry may not be so important for
them. Berlitz was one among many researchers who rejected translation because of its
association with the Grammar-Translation Method, what one writer has called “And-now-—
who-will-take-the-next-sentence approach” (Kerr, 2014:4). Philip Kerr (ibid), however, states
that the only possibly strongest reason for avoiding learners’ own language in the foreign

language classroom is the commercial imperative.

The majority of private schools and university departments are proud of following the
English-only policy while teaching the foreign language. They even compete to recruit native
speaker teachers who have no knowledge of the learners’ mother tongue for them to adopt
this policy. Idealizing the native speaker remains the focal belief in many, if not most, parts of
the world that encourage the market for the target language—only teaching. Kerr argues that:

“we would be unwise to underestimate the significance in the classroom of the student’s
beliefs about the most effective language teaching methodology for them, even if these beliefs

are not informed by the insights of applied linguistics” Kerr (2014:4).

Kerr believes that banning the learner’s own language from a foreign language

learning process seems impossible. Learning, he asserts, is based on and draws from the

100



learners’ previous knowledge or what is referred to as schemata. Cognitive psychologists,
linguists and psychologists describe schemata as knowledge about concepts, objects and the
relationships they have with other objects, events, situations and actions. If you are asked, for
instance, about your schema about cats, you may have in mind that cats have four legs, strong
teeth, hair and tails. They produce a sound called meow. If you are a cat’s lover, you may
know specific kinds of cats such as the Persian, the Maine Coon, the Exotic, the Siamese, the
Ragdoll, the Birman and others. You may also associate cats to a larger context of animals
and describe them as one type of mammal pets. Your conception of cats may also include
your personal experience with these living creatures. All these ideas stored in your mind are
parts of your schema that will be enriched by more daily life experiences. To put it
differently, schemata, (the plural form of the word schema), refers to units of stored
knowledge that one possesses in his mind.) Vygotsky (1978) asserts that learning works best
when it is scaffolded onto existing knowledge which is the most beneficial resource in the
learners’ hands on which new learning experience is based on .Teachers are unable to banish
totally their students” own language and oblige them to think in the target language. Atkinson
(1987) points that translation techniques remain one of the most preferred learning strategies
of most learners in most places. Kerr (2014) summarizes the strongest reasons why using the
learners’ own native language in EFL context should not only be allowed, but also seriously

encouraged.

Studies in cognitive linguistics and neuroscience confirm the most important role of
learners” own language in the foreign language classroom. Widdowson (2003) is one among
many scholars who point out that the rejection of translation had little to do with scientific
research or pedagogical principles. In fact, Vygotsky (1934) states that learning new language

undoubtedly involves the use of one’s mother tongue “as a mediator between the world of
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objects and the new language”. (Vygotsky ed. Kozulin, 1986:161).Neuroscience attests that
the initial acquisition of new words in a foreign language depends on the association of these

items with corresponding own-language items in the learner’s memory (see Sousa, 2011:24).

The use of translation from and into one’s native language in foreign language
classroom leads to what is known as “negative transfer”, a belief that items in the target
language have their corresponding equivalences in the mother tongue. Transfer, the cross
linguistic influence that plays a considerable role in learning a target language, may occur at
the level of lexis, sentential and discourse. Odlin (2003:12) stresses that “Transfer is the
influence resulting from similarities and differences between the target language and any
other language that has been previously acquired”. The teacher, in this case, should deal
with this negative language transfer wisely by comparing the two languages explicitly with
his students. This often proves very beneficial for the study of grammatical structures bearing
in mind that cross linguistic transfer is undeniably a useful tool to highlight the students’
common errors .Therefore, effective writing in foreign language can be achieved if those
errors are judiciously dealt with in the language classroom. In addition, learners, who should
not be passive and be responsible for their own learning, have to take advantage of language
transfer and of the cultural as well as the linguistic differences to improve their English

writing.

Grammatical aspects, research confirms, differ from one language to another which
makes some of them difficult to grasp (i.e. word order). Translation is a useful tool that helps
learners of the foreign language be aware of this diversity. Thus, they can achieve better
results as well as develop an awareness of the similarities and differences between the mother

tongue and the foreign language. In fact, contrasting particular features of the foreign
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language and the students’ native language can help them foster their cognitive skills and

will, consequently, enable them to better boost the foreign language acquisition process.

Robert Lado (1957) noted in ‘Linguistics across Cultures: Applied Linguistics for
Language Teachers’ “that features of a foreign language that are similar to a student’s native
language will be easy to learn, and those that are different will be harder” (in Philip Kerr,
2004). He concluded that the teacher who contrasts both learner’s own language and the
foreign language to be learnt “will know better what the real learning problems are and can

better provide for teaching them” (ibid :2)

Michael Halliday is one of the advocates of Lado’s view on the use of students’ native
language in EFL context. Though he strongly disagrees with the fact that some tasks involve
translating decontextualized, isolated stretches of language and memorizing word lists in one
language along with their word-for-word equivalents in another, Halliday (2007:161) claims
that” one can make positive use of the students’ mother tongue, and in such cases to neglect

it may be to throw away one of the tools best adapted to the task in hand” .

However, over the last several decades, a number of linguists such as Dulay et al.
(1989) argued that the learners’ mistakes are, indeed, due to first language interference or
what is known as “negative transfer”. The difference in researchers’ viewpoints regarding the
role of own language use in EFL context overtime encourages theorists to dig more into the
topic so as to come up with satisfying answers to the various questions asked in this respect.
In fact, Kramsch (2007) has positively reviewed Lado’s work, confirmed later by Michael
Swan (2008), that was based on his attribution of all or most of second language learners’

problems to the direct influence of the first language and how the teacher should take the
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advantage of contrasting and comparing both languages. This, for Lado, is a very effective
technique in order to overcome the common errors the learners make in their daily learning

process.

Along the same lines, Widdowson sheds light of the importance of learners’ own
language in creating bilingual skills when he notes that learners “cannot be immunized
against the influence of their own language, (....). There is bound to be contact and (....)
language learning is indeed of its nature, in the same degree, a compound bilingual
experience” (Widdowson, 2003:151). In addition, Edstrom (2006) claims that current debates
go beyond the simple use of translation (L1) in EFL classroom to a more serious discussion
about the fact that the teacher has a kind of moral obligation to utilize the learners’ own
language appropriately and judiciously so as to create an effective learning environment

based on a good relationship between the teacher and his students.

Widdowson (2003), who points out that learning is a compound bilingual experience,
believes in the interrelation of both languages in the learners’ mind. The learners keep their
L1 and L2 in contact while learning the foreign language. Another study has touched upon
the subject of translation and bilingualism is that of Harris (1978), who notes that the two
languages are compounded and learners are incapable of avoiding native language
interferences in the foreign language class. He also names switching from one code to another
while learning, with no special training in translation from the teacher’s behalf, as natural
translation. Similarly, Ellis (1994) claims that L1 is a resource that contributes to the
development of L2 learning because a cognitive framework of how language works can be
offered, which makes it easier for learners to better understand their teachers’ explanations.

Cook (2013) considers the use of L1 as a spontaneous learning strategy from the learners’
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part. The assumption that students actually prefer monolingual teaching and learning is not
based on any actual research findings. Thus, if the role of L1 use is to be assessed, it should
be said that it plays a functional role of facilitating the access to explanations enabling
contrasts between languages, and most interestingly, it raises the students’ awareness of the

value of their own and others’ identities, cultural diversity and linguistic knowledge.

Nation (1997) reports that translation from own language to the target language and
vice versa is beneficial for vocabulary acquisition in the sense that bilingual word lists may
significantly help learners learn new words and phrases, especially in the early stages of
learning vocabulary. In the same respect, Laufer and Girsai (2008), in a recent study
conducted with teenagers, conclude that the teaching of vocabulary which is based on
translation and contrastive analysis can be more beneficial than approaches that exclude them
from EFL classroom. Surprisingly, translation, it is proven, is the only teaching tool to deal
with some aspects of vocabulary such as ‘“false friends”. Furthermore, at the level of
grammar, there are some aspects that cannot be really taught without referring back to
translation, i.e. grammatical structures that are influenced by interference between the
learners” own language and the foreign language. Scheffler (2012) comes up with some
findings that support contrastive analysis and translation as two useful tools in grammar
teaching. The researcher asserts that those teachers, who continued using translation in their
classrooms, thus neglecting researchers’ results decades ago, followed the right way. It
should be pointed out that contrastive analysis that was introduced by Fries (1945) and later
elaborated by Lado (1957), formed an important part in teaching English as a foreign
language in the 1960s. Some scholars, namely Briere (1968) and Rutherford (1982), indicate
that such analysis enables the teacher to identify and explain his learners’ errors, which makes

it easier for him to suggest remedial tasks to correct them and improve students’ deficient
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language skills, whereas Eckman (1977) believes that contrastive analysis could contribute in
predicting learners’ errors before they are made. However, such a method paves the way for

translation cons to criticize it, thus, its status started to diminish in English language teaching.

The rejection of own language use in EFL classroom goes as far back as the inception
of the Communicative Approach to language teaching and even beyond. Native speakers of
English have dominated the world of English language teaching (books, journals, reviews,
etc.).There is no place for translation in ELT in non- English speaking countries as the
majority of English classes are multilingual and multicultural. That is to say, learners speak
more than two languages, which makes it harder or impossible for the teacher to make any
practical and useful tool to promote language learning in his classroom. In such a situation,
the instructor has to use English only to deliver input. However, in a monolingual classroom,
the teacher can judiciously use the students’ own language from time to time for learning
purposes. It should be noted that this does not necessarily mean that there is a total absence of
learners” own language in multicultural classrooms. Nevertheless, the teaching approach
followed in these classes is considerably different from the approach to teaching in

monolingual settings.

Kerr (2014) outlines different possible own language configurations over the world

from which he identifies three basic types of class.

Type A Class
A teacher is unable to use another language except English in his classroom. The
learners do not share any language but they make use of their native language during the

English classes. They will almost use translation purposefully to promote their own learning.
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In this case, leaners would better be encouraged to think and raise their awareness of the
similarities and the differences between Their L1 and English. This kind of classes is found in

English -speaking countries.

Type B Class

As to type B class, the teacher cannot also use any language other than English in the
classroom, whereas students have one or more languages in common, but they all share the
language of their schooling that is referred to as “a community language”, which enables
them to pair and group work. It is needless to stress how the latter is a very rich activity that
should not be missed in EFL classroom as there can be a comparison of own language with

two or more other languages.

Type C Class

In this type of classes, the teacher can use the learners’ native language or a shared

community language that can be referred to as the language of their schooling.

Valeria Petrocchi (2006) believes in the usefulness of translation in acquiring more
competence and developing language systems such as grammar, syntax and lexis in both the
source language and the target language. In the same vein, Shiyab and Abdullattef (2001:1-9)
state that “grammar is the basis of learning a language. A word -for -word back translation
enables the student to highlight the relationship between the two languages that have
different structures’’. Based on three steps; analysis, transfer and reconstructing, translation
helps students not only discover and learn new vocabulary but also new styles that enable
them to be active participants in the learning process when they are exposed to such

purposeful translation activities. Besides, semantic translation, particularly, helps learners be

107



more aware of the different semantic relations such as polysemy, antonymy, synonymy,
homonymy that connect systematically between sentences in one language and make them
meaningful as the equivalent sentences in the other language. Moreover, several researchers
consider translation as a cultural mediation in the sense that learners will be familiarized with
the linguistic elements that are connected to their cultures by comparing the native and the
target culture. Research has shown that learners face some difficulties in translating tenses
correctly. They learn also that every word assumes a different meaning according to the
context of its occurrence. Furthermore, a mental process takes place in the student’s mind
unconsciously when he/she translates from and into their first language. Another positive
argument in favour of the use of translation is introduced by Barhoudarov (1983), who argues
that translation into the learners’ native language is after all one of the effective means that

develop skills of understanding and perception of both foreign speech and writing.

Translation can manifest itself effectively through a number of learning strategies used
by students and teachers alike in an EFL context. These include code switching, foreignizing,
transliteration and interlingual transfer.

1. Code-switching, according to Bolinger and Sears (1981), is a linguistic behavior in
which speakers may switch between one language and another such as a
standard form of a language and its regional one.

2. Foreignizing involves the creation of a word or a phrase that does not exist in the
learners” second language, especially when we apply native language
morphology of second language lexical items.

3. Transliteration is defined as the process of transferring the sounds of words of one
language into another. That is to say, pronouncing a name or a word the same

way as it is spoken in the original language using the letters of the second
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language to produce the same sound as the original. The proper name ”John”
cannot be translated (to substitute its meaning with another meaning in any
other language) into Arabic but can be transliterated by phonetically choosing
other sounds and characters in Arabic with which the English proper name can
be spelled out. Briefly, transliteration as viewed as a literal rendition of native
language word or phrase.
4. Interlingual transfer, be it transfer from the mother tongue or any other
previously learned language in foreign language learning, is one of
the main cognitive strategies that learners have recourse to so as to
compensate for their weaknesses when their linguistic competence

fails in achieving its communicative purposes.

In yet another study conducted by Skowronski (1983) at Poznan University, Poland, it
was noted that students who were taught and practiced translation techniques at the English
department, achieved better results in developing both speaking and writing skills than

students who have not been trained in them.

According to Newmark, translation is “an exercise in accuracy, economy and elegance
in manipulating a variety of L2 registers in a first degree” (1991:62). In one of his studies,
Newmark sheds light on the type of translation suitable for each learner as summarized
below:

- A brief time-saver activity in initial stages of learning the foreign language.
- Attool of control, consolidation of basic grammatical aspects as well as vocabulary in

elementary stages.
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- A very useful means to deal with learners’ errors and to enrich vocabulary in
intermediate stages.
- A fifth skill and the essential skill to foster communication in advanced stages. (see

Newmark 1991:61-62)

As an intended purposeful technique, translation allows learners to overcome the
linguistic barriers in which their own language confines them. More interestingly, it can
foster communicative and intercultural communicative competence through engaging learners
in interactions between different social and ethnic groups that have different cultures, even
skills, and as such, negotiation and expression of meaning and interpretations can be
improved. Other scholars consider translation as a real-life activity that prepare students for
real-life situations and encourage them to take risks in communication and learn through their
own mistakes. Vienne (1998) also argues that translation activities will raise awareness not
only of the mother tongue and the foreign language, but also of the two cultures. Learning
new vocabulary through translation enables the learner to use figurative language correctly

and develop the ability to interpret and produce good pieces of writing.

Duff is one of the advocates of translation as a useful pedagogical tool that helps
teachers and practitioners in the field of foreign language teaching to understand better the
influence of one language on the other and, more importantly, to correct learners’ errors of
habits . Reality on the ground shows that when a teacher translates a word or an expression
from English to the native language during the foreign language class, students will
understand quickly and will be active participants, even the less engaging students, and
contribute positively in achieving the learning outcomes the teacher works on. Slow

understanding, as all teachers concur, will hinder the learning process.
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Schéffner (1998) supports Vienne’s argument and claims that translation as an
effective pedagogical tool is intended to:
a. improve verbal agility (e.g. through both re-verbalization or reformulation of

the source text, which would often be the text in the foreign language/ (L2).

b. expand the students’ vocabulary in L2.

C. develop their style.

d. improve their understanding of how languages work.
e. consolidate L2 structures for active use.

f. monitor and improve the comprehension of L2.

In addition to the reasons listed by Schéaffner, translation may be beneficial for
language learners outside the language classroom as many language specialists and
pedagogues state may “enter professions in which a basic understanding of the processes
involved in professional translation may be involved” (Malmkjaer, 1998:9). Malmkjaer
believes that not all of the language teaching process can be done through the use of
translation in EFL classroom. He seriously encourages teachers to vary their teaching
methods and activities along with translation to achieve successful language teaching and
learning. He states that “translation might profitably be used as one among several methods
of actually teaching language, rather than as a mere preparation for an examination”

(Malmkjaer, 1998hb:9)

Titford (1983) supports Atkinson’s point of view by stating that back translation as
well as word-for-word translation help students activate their previous knowledge to find the
appropriate substitutes when they translate by themselves. He further adds that translation can

be widely useful for advanced learners if it is purposefully and adequately integrated in
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foreign language classes. Titford (ibid) considers translation as a problem-solving activity, a
cognitive activity, and a bridge that enables learners to relate form to function in their own
language to form and function in the foreign language. Emphasizing the communicative role
of translation as a worthy pedagogical tool, Stibbard (1994:9) explains its crucial importance,
“l point to the fact”, he stated, and “that translation is a natural, useful and essentially
communicative activity”. He believes that translation is an activity that is performed by all
learners of language whether they are trained on it or not, formally or informally, in speaking

or in writing.

3.5. Arguments against the Use of Translation in the EFL Classroom

Most of the researchers’ arguments against the use of translation in language teaching
are, in fact, rooted in the classical method of the “Grammar-Translation Method” (GTM) as
previously indicated. This teaching method emerged at the end of the nineteenth century and
was, basically, used to teach classical languages such as Latin, Greek and was utilized later to
teach modern languages. It was popular in Europe and China until the late twentieth century
(Adamson, 2004, in Cook, 2013). It seemed appropriate in those earlier learning contexts that
adopted a traditional view of both the teacher’s and the learners’ role in the classroom (See
Cook, 2013). GTM emphasized grammar rules that have been taught through translation into
the learners’ own language rather than communication skills and fluency. In addition, the
advocates of this method considered translation as a testing tool to evaluate the

comprehension of the grammatical points introduced in the classroom.

GTM instilled in people’s minds the belief that translation is just a mere transfer of

words from one language to another. In fact, artificial, decontextualized sentences that have
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to be translated are intended to illustrate grammar rules rather than to improve learners’

communicative skills in the foreign language.

In a nutshell, translation, it is claimed, has long been rejected in EFL context because it
was seen as an inadequate reminder of some old teaching methodologies associated with
GTM. On the other hand, proponents of the audiovisual and communicative methods assert
that the use of translation was counter-productive in learning a new language as it could be
more harmful than beneficial in the classroom. Moreover, some researchers argue against the
integration of translation in ELT by considering it an unrealistic exercise that should be
banned from languages curricula in secondary school as well as in special language schools.
Translation, in their eyes, is not an effective tool in the acquisition of the foreign language
because it provides simplistic, one-to-one relationships between the native and the target
language. Furthermore, the majority of teachers who use translation are either unexperienced
or less experienced in their courses and do not feel confident in using only the foreign

language when delivering their lessons.

Though Atkinson (1987) presents some arguments that favour the use of
translation in EFL classroom, he, at the same time, warns teachers and learners
against the disadvantages of its misuse because of the following reasons:

a. Learners will think that no single item in the foreign language can be easy to
understand unless it is translated by the teacher.

b. Learners would not be able to realize that classroom activities should be done
only in English. Therefore, they will use their own language even when they

are able to express their ideas using the foreign language.
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C. When overusing translation, the teacher and/ or the learners can pay a
careful attention to the distinctions between semantic
equivalence and pragmatic equivalence. Consequently, the
teacher finds himself using inappropriate translation when he
wants to simplify the input to his students. (See Atkinson,
1987:246)

Kirsten Malmkjaer (1998:6) summarizes the arguments provided by the
opponents of translation in foreign language teaching as follows:
a. Translation is totally different and dependent from the four skills. Thus, it
cannot be described as a fifth skill.
b. Unnatural and a time-consuming activity.
c. It leads learners to think in L1. Thus, many interference errors may occur.
d. Unsuitable testing device of the four language skills.

e. Itis meant for translators’ training only.

Whether convincing or not, these arguments have been seriously upheld for a long
time by teachers and practitioners in the field of education. Malmkjaer, in this respect, states
that the validity of these arguments is conditioned by when and how translation is being
practised in the classroom. In addition, some current approaches that favour a monolingual
approach in foreign language teaching have taken into account a number of factors such as:
foreign language classes in which learners speak different mother tongues, the native teachers
of English who may not know their learners’ mother tongue, and the monolingual course
books published and marketed all over the world. Moreover, there has been a shift from

focusing on the academic aim of enhancing the learners’ abilities to appreciate literature in its
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original language as well as to translate written texts to the aim of developing learners’

communicative competence in monolingual contexts and speaking in a native-like manner.

Bowen (1987) argues that translation sparked a negative attitude in the seventies
because foreign language teaching focused on exposing the learners to the foreign language
all the time to enhance their linguistic as well as their communicative and strategic
competences. Additionally, some authors think that translation is a time-consuming activity

that lacks the appropriate materials to be practised.

Due to language interference, translation can produce a compound bilingual (an
individual who learns two languages in the same environment, thus acquiring one notion with
two verbal expressions) rather than a coordinate bilingual (a learner who acquires two
languages in different contexts, such as home and school, in which words of the two
languages form part of different independent systems) .This can cause or contribute in
developing lasting habits. It makes learners think that there is a one-to-one correspondence of
meaning between native and foreign language. It also draws the learners’ attention to the

formal properties of language rather than their communicative functions.

According to Stibbard (1994), the use of own language, that is translating from the
foreign language into one’s own language, in the classroom reduces the amount of exposure
to English or the use of it. Confirming this thought, Atkinson proposes a ratio of 95% English
to 5% mother tongue for teachers to take into account in the foreign language classroom as a
possibly judicious and adequate use of languages. This is an answer to those who think that

the time spent using learners’ L1, as Wilkins (1972) highlights, is time not spent using the FL
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and the use of one’s native language deprives students of opportunities to receive sufficient

foreign language input.

Some authors, who largely called for the rejection of translation in foreign language
teaching, believed that the former is a time-consuming activity that lacks the appropriate
materials to be practiced. In this respect, Duff claims that “translation was traditionally
accused of being uncommunicative, boring, pointless, difficult and irrelevant” (Duff, 1989:
3).

Translation has been strongly criticized for not making a balance in the development
of the four skills because it is concerned with reading and writing only and does not count for
oral skills. According to Cummingham (2000), the lack of positive literature on the use of
translation in the foreign language classroom and the negative reputation it receives from the
experts in the field of language teaching has undoubtedly deprived teachers of employing it or
making research on it, though certain types of learners respond positively to it in order to feel
self-confident when partially using their native language to understand the foreign language

course.

Despite the varying attitudes towards translation across history, due essentially to the
emergence of several EFL teaching methods, some of which forbade the use of translation in
EFL environment, there are still numerous voices that believe in the effectiveness of
translation as a didactic tool, as long as L1 and L2 are used for pedagogical purposes. Despite
the fact that arguments against the use of translation may carry some sensible resonance for a
number of scholars, teachers and language practitioners, no convincing reason could be found
to consider translation harmful to foreign language learning if it is interactive, communicative

in nature, and properly applied.
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3.6. Text Typology and its Relevance to Translation

Writing, being a purposeful activity, is geared towards expressing a writer’s intention.
The latter, however, can only be conveyed through the choice of a conventional text typology.
In other words, the recurrence of messages (texts) has led to clustering them into a number of
types with common specific characteristics serving specific communicative situations. Any
written message refers to a text type to which it belongs and denotes a particular mode of
expression appropriate to a given context. While we usually establish a direct relationship
between a text type and the content it reflects, the same content may point to more than a text

type and, therefore, may serve more than one communicative purpose.

Translation adds an additional dimension to text typology in so far as the
translational activity should take into account the communicative situation that the writer/
translator serves through the use of a particular text type. Neubert (1985: 125) refers to text
types as “socially effective, efficient, and appropriate molds into which the linguistic
material available in the system of the language is recast.” Furthermore, Wilss (1977:
135) ascribes an increasing role to text types in translation theory as they help us determine

translation methods or degrees of translatability.

Text types refer to a set of texts that share the same characteristics in terms of
grammar, lexis, structure and function. De Beaugrande and Dressler (1981:186) defined
text types as: “A set of heuristics for producing, predicting, and processing textual
occurrences and hence acts as a prominent determiner of efficiency, and effectiveness and

appropriateness.”
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Katharina Reiss (1976, 1981) has classified texts according to the functions they
are ascribed. She considers the text as “the level at which communication is achieved and
at which equivalence must be sought” (Reiss, 1977: 113-14). She stresses the need for text
type identification and text variety in translation. In her taxonomy of text types, Reiss was
highly influenced by Karl Biihler’s categorization of the functions of language which she

has linked to text types. She identifies four types of texts:

1- Informative: refers to the text that communicates content such as news report,
scientific report, or opinions without evaluating or provoking arguments. In this respect,
language dimension is logical or referential. Therefore, the translation of an informative
text should convey the full referential or conceptual content of the source text. By

implication, the use of explicitation and avoidance of redundancy is required.

2- Expressive: refers to a text the writer of which focuses on the aesthetic aspect
of language in the sense that he gives more importance to the organization of the content.
Hence, the form of the message is foregrounded such as the case of poetry. Here, the
translation should use the identifying method with the translator adopting the source text

author’s standpoint.

3- Operative/ Appellative: refers to a text that aims at persuading the reader or
the receiver to act in a certain way such as in advertisement and political speech. Here, the
form of the language is dialogic so as to produce the desired response in the translated
text’s receiver. The translation should use the adaptive method, thus creating an equivalent

effect among the translated text’s recipients.
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4- Audiomedial: is the fourth type of texts in Reiss’s classification, which should
be supplemented by music and visual images. Reiss (2004:44) states that :
“Audio-medial texts ...are distinctive in their dependence on non-linguistic (technical) media
and on graphic, acoustic, and visual kinds of expression. It is only in combination with them

that the whole complex literary form realizes its full potential .

According to Reiss, texts are classified according to their communicative functions
which determine the strategies of the target text production. De Beaugrande (1978, 1980)
and De Beaugrande & Dressler (1981) have suggested another classification of text types
in accordance with their contribution to human interaction. They propose three types of
texts: the descriptive, the argumentative and the narrative. In the same vein, Werlich (1976
in Trosbor, 1997:3-23) suggests a more comprehensive classification of text type by

identifying five types of texts:

1. Descriptive: refers to a text in which the writer presents factual phenomena
about people or things in space.

2. Narrative: refers to a text in which textual communication has to do with
real world events and time (e.qg. fictional, non-fictional texts).

3. Expository: is a text which identifies and characterizes phenomena (e.g.
explications, summaries).

4. Argumentative: is a type of text that is based on the assumption that the
reader’s belief must be changed. Advertisement is an example of argumentative texts that
tends to persuade the reader to purchase a given product.

5. Instructive: is a textual communication in which the writer tells himself or

the others what to do (giving instructions).
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Hatim (1984) was one among many theorists who were influenced by Werlich’s
(1976) classification in that he suggests a similar text typology with an emphasis on
exposition as an umbrella term that consists of descriptive, narrative and conceptual types

of texts. Hatim identifies three types of texts:

1. Expository texts: these can be divided into three sub-categories.

a. Descriptive: is a text that deals with the location of persons or things in
space.

b. Narrative: is the type of text used to narrate events.

c. Conceptual: a type of text that has to do with the analysis and the synthesis
of concepts.

2. Argumentative texts: is a kind of texts that attempts to persuade or influence the
reader through the evaluation of events or concepts so as to justify a point of view
(opposition or claim) to induce a behavior or a reaction.

3. Instructional texts: refer to texts that attempt to direct future behaviour of the

receiver such as in cookery recipes and advertising texts.

There has been a long debate within the field of translation studies about whether
it is possible to find a satisfying and a useful classification of texts. Different scholars
suggest several typologies on the basis of given criteria. Hatim and Munday (2004) assert
that the major problem that can be faced in the classification of texts is that of the
definition of what text type means. In fact, they conclude that this notion is broad in the
sense that one type of texts can include many forms. Zydatiss (1983) states that various
texts such as technical instructions, political speeches and advertisements can be

categorized as instructional texts.
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The correct identification of a text type is very important for the translator to
produce a successful translation in that it helps him to specify the text’s function, the
author’s intentions and the receiver’s expectations. On the basis of text type recognition,
the translator can determine the translation techniques and strategies in order to generate

a successful and adequate translation of the source text.

Conclusion

In this chapter, the author has reviewed the early views that discouraged the use of
translation in the language classroom due to its association to old methodologies,
particularly the Grammar-Translation Method. Then, the author has discussed how
translation has regained some lost ground by virtue of its being a valid teaching tool that
could contribute to developing the language learning process. A summary of the conflicting
arguments on the integration of translation in daily teaching practices has been provided.

The chapter concludes with a discussion of text typology and its relevance to translation.
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CHAPTER FOUR: METHODS AND MATERIALS

Introduction

Chapter four explains the research methodology followed in this study. It starts by
highlighting the aims of the current thesis and provides a brief overview on the
participants who contributed to this study. This chapter describes the methods used to
collect data in the form of a questionnaire addressed to secondary school teachers
working in different cities in Algeria as well as texts for translation introduced to third
year foreign languages students studying in Belauinet Mohamed secondary school in Sig,
Mascara. The criteria that have been taken into account when selecting the texts for
translation are also explained. This chapter describes the error analysis model used to
identify and categorize students’ errors that occurred in their translated texts. Besides, a
brief summary of the main characteristics of the Arabic language suggested by Sofer and

Raimes (2002) has been provided.

4.1. Aims of the Study

This study was carried out to, first, investigate the secondary school teachers’
perceptions and attitudes towards the use of translation as a pedagogical aid to improve
their students’ writing skills in EFL classroom. Undoubtedly, teachers do not hold the
same beliefs towards translation use in this respect. This diversity in viewpoints denotes
the different educational backgrounds as well as the association of translation with the
conventional practice of GTM. The second aim was to identify the third year foreign
languages students’ most frequent types of errors made in their writing performance and
establish the causes of their error production in order to suggest some useful activities to

overcome them.
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Third year secondary school students, by the end of the school year, are expected
to be able to produce a written message in different types of discourse that meet the
writing conventions . In fact, third year secondary school students fail in producing an
accurate written message in different types of discourse as they are not given explicit
ideas about the type of text, the register used, its structure, linguistic features and more
importantly, the purpose of the written production, one of writing conventions to which
most of the students do not pay attention. There is a huge gap between EFL teachers’
expectations and students’ abilities to produce an accurate piece of writing that meets the
writing conventions stated earlier. Students who lack the basic knowledge of writing
requirements are introduced to writing lessons that involve critical thinking and
inference. This work aims at raising teachers’ awareness about the necessity of using
translation as an effective pedagogical aid to improve writing so as to help students not
only overcome the difficulties they face when they write but also regain their self-
confidence that enables them to write effectively. The study provides a number of
purposeful activities found to be effective and helpful, that can be implemented in EFL
classroom based on research conducted in the field of translation and language teaching.
Such objectives can be reached if teachers re-consider their teaching practices, make
some adjustment to the way they teach writing and provide more appropriate pedagogical
tools to facilitate the learning of writing. Additionally, this study, as an attempt to
investigate the usefulness of translation in developing students’ performance, will
stimulate discussion and raise awareness about the necessity of taking action and serious

decisions to improve EFL writing.
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4.2. Participants

Thirty third year Foreign Languages (FL) students from Belaouinet Mohamed
secondary school, Mascara, Algeria, with fairly similar socio-cultural and educational
backgrounds, aged between 17 to 19 years, were chosen to be the participants of this
study. Approximately, 60% of the participants were females, and 40% were males. Those
students have been studying English as a foreign language for seven years starting from
the first year in the middle school. They have been exposed to English four times a week
on the basis of one hour per class. An additional two-hour class a week has been
integrated in third year students’ timetable in which remedial work has been done to
overcome their weaknesses in the four skills and to prepare them for their compulsory
end of year final examination that they have to sit for to gain access to university . The
students’ native language was Arabic except for a few of them whose mother tongue was
Kabyle, one of the three varieties of Berber (Tamazight) spoken in different regions of
North Africa. As a matter of fact, the Algerian government redeclared Berber an official
and national language along with standard Arabic on January, 2016. It should be pointed
out that the participants were informed about the nature of their participation. Moreover,
sixty five (65) secondary school teachers working in different high schools in Mascara,
Mostaganem, Relizane and Naama have participated in a questionnaire which aims at
exploring the secondary schools teachers’ perceptions of, and attitudes towards, the use
of translation in EFL classroom in order to improve their students’ writing skill and, by
extension, develop their level of English proficiency. The dominant teaching method is
the Competency-based Approach that has been dealt with in the previous chapters of the

current work.
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The reason behind the choice of FL students as participants in this study is that
these participants have long been an important population in the secondary school
educational system as they were required to sit for their final examination (Baccalaureate
exam). In fact, they generally scored lower in the section of writing due to their lower

linguistic proficiency and the lack of basic knowledge of writing conventions.

Little research work dealing with writing has been done with this population so
far, a fact which makes them worthy for conducting research to explore one area in the
field of writing which occupies an important part in EFL curriculum. Besides, being a
secondary school teacher, the author of this thesis has been already familiar with 3FL
students and the secondary school where this study has been conducted. This made it
easier to collect the relevant data to complete this research work. The following tables
show the teaching experience and the position of the teachers who participated in the

completion of the questionnaire.

4.3. Data Collection

4.3.1. Teachers’ Questionnaire

Using a mixed-method research, the data to be used in this study takes on two
distinct aspects: responses to the questionnaire addressed to secondary school teachers on
their perceptions and attitudes towards using translation in EFL classroom to enhance the

students’ writing performance, and the students’ translations of selected Arabic texts.

The questionnaire was intended to explore the secondary school teachers’

perceptions of the use of translation activities as a pedagogical aid to enhance 3FL
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students’ writing performance. In addition to the information about the teachers’
backgrounds (gender, position, teaching experience and location), the questionnaire
consists of two parts. The first part was designed to explore the teachers’ beliefs and
attitudes towards the use of translation in EFL classroom in general. In the second part,
teachers were asked to indicate whether translation activities were beneficial in
developing the students’ writing by ticking the appropriate box on a provided list. (see
Appendix A). It consists of twenty-one closed items ranging from strongly agree to
strongly disagree except for the first item (question) that requires a ‘yes’ or ‘no’ answer.
Besides, one open-ended question was suggested in the end of the questionnaire to seek
the teachers’ comment on the provision of one weekly class to introduce translation
activities in order to consolidate what has been taught. This open-ended question
attempted to provide English teachers with the opportunity to add a free written
qualitative comment to the data obtained from the questionnaire. The teachers’
contribution was great in so far as all the questionnaire sheets were filled out and

returned. The results of the survey are discussed in the following chapter.

4.3.2. Texts for Translation and Text Selection Criteria

In order to obtain a broad appraisal of the usefulness of translation in
improving the students’ writing performance, the only criterion considered reliable was to
add a practical dimension in the form of translation activities given to 3FL students to the
questionnaire addressed to teachers in order to validate or invalidate their perceptions
with regard to the use of translation to enhance writing skill. In this respect, 3FL students
were provided with eight texts of different types and themes originally written in Arabic.

They have been instructed to carefully read the text and translate it each time a translation
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activity was conducted. Careful selection of the material has been done taking into
account a number of criteria, the most important of which is that the chosen texts are in
line with the themes introduced in the different units of the third year foreign languages
English syllabus. Moreover, the researcher attempted to suggest interesting, clear and
easy to translate material that suits the students’ level of proficiency. Contrary to the
popular saying “familiarity breeds contempt “, giving learners texts for translation with
which they are familiar breeds anything but contempt. Besides, the researcher has chosen
the texts that covered a considerable range of aspects of language (grammar, register,
stylistic variety).The texts introduced for translation that were not too long or too
linguistically complex were within the students’ expected proficiency level in English

(see Appendices C,D,E,F)

Translation techniques were not prescribed and learners were free to choose the
technique they found relevant to translate the texts given to them and avail themselves of
dictionaries. These translation activities were introduced to learners over a ten-week
period, with one hour a week fully devoted to such tasks. The researcher ensured that the
time to complete each translation activity was ample enough to avoid any possibility for
learners to make errors under pressure. It should be noted that the aim of the translation
activity was not to test the students’ linguistic proficiency but to identify their common
errors in writing. The author of the current thesis, who was the teacher of the participants
involved in this study, was present to make sure students translated the texts individually

so as to have a variety of possible errors committed by all of them.
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4.4. Corder’s Model (1974) for Error Analysis

The corpus on which the current study is based includes eight texts of different themes
and types (see appendices C, D, E, F) that have been translated from Arabic into English by
30 third year foreign languages students in Belaouinet Mohamed secondary school in Sig,
Mascara. The purpose of collecting the samples was to identify and analyze the common

errors made by these students and classify them according to their possible sources.

The students’ samples were analyzed following Corder’s (1974) procedure of error
analysis, which was later elaborated by Ellis (1994), to analyse learners’ errors in second or
foreign language classroom. This model is based on data collection, description of errors,
classification of errors and explanation of the possible causes of errors. It should be noted
that errors were classified according to their types using Na Pham’s (2005) classification. In
this classification, errors are divided into three major types: comprehension errors, linguistic

errors and translation (also called transfer) errors.

To begin with, comprehension errors are the set of errors that take place when the
learner fails in understanding the syntax of a particular sentence or a word in the source text
and translates accordingly. Secondly, linguistic errors occur due to the lack of linguistic
competence in the target language and include: morphological errors (a failure in getting the
right morpheme in the right place according to the norms upon which words are structured),
grammatical errors (an unconventional or wrong usage such as incorrect verb tense or form,
misplaced modifier, misused adjective, lack of agreement between subject and verb, etc.),

syntactic errors (failure in building a phrase, a clause or a sentence), collocational errors
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(failure in handling the idiomatic usage of the target language) and inappropriate word form
(the incorrect choice of a word form such as using a noun instead of an adjective ). The final
type in Na Pham’s classification of errors is translation errors. These errors occur when the
learner is unable to express the meaning of the source text in the target language, or to render
its meaning accurately by distorting it. The main errors in this category are pragmatic errors
(producing a grammatically and semantically correct sentence/ phrase but communicatively
inappropriate in a particular situation), omission (omitting an essential element(s) from the
meaning of the source text), addition (adding a redundant element (s) which is not expressed
or mentioned in the source text), inaccurate renditions of individual lexical items in the source
text, the distortion of the meaning of the source text, too literal translation, too free
translation, wrong lexical choice and wrong focus of attention. Interestingly, the three
categories of errors are considered translational errors in this study because they all might
happen in the process of translation the students have been through. However, these errors are
classified according to their type and source. The taxonomy of errors discussed above is used

in this thesis.

4.5. Characteristics of the Arabic Language according to Sofer and Raimes (2002)

Before identifying and classifying the errors the students made in their translations, a
brief overview on the characteristics of Arabic language is undoubtedly crucial in that it helps
to know the existing correspondence between these errors and the students’ first language.
Arabic, as Sofer and Raimes (2012) report, is spoken in Algeria, Bahrain, Egypt, Irag, Jordan,
Kuwait, Lebanon, Libya, Morocco, Oman, Qatar, Saudi Arabia, Sudan, Syria, Tunisia, United

Arab Emirates, Yemen. Arabic, in its written form is characterized by the following:
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e It is written from right to left.
e Its Spelling is phonemic.
¢ No distinction exists between upper and lower case.

Sentence structure and word order

¢ Influenced by the Quran, writers concentrate on rhythmical balance and coordination,
with a split between subject and predicate occurring midway in a sentence.

e Coordination is favored over subordination in that sentences often start with “and” or

“«“ b3

SO .
e Word order in classical Arabic is mainly: verb+ subject+ object. However, the subject
precedes the verb in colloquial Arabic.
e While English uses the infinitive (She wants you to study), Arabic makes use of a
“that” clause (She wants that you study).

Nouns and pronouns

e Personal pronouns are generally added to verbs e.g. His mother she teaches English.

e The singular noun is used after a numeral above ten e.g. | have twelve book.

e Arelative pronoun is used for both human and non-human without distinction.

e A pronoun object is mentioned in restrictive relative clauses e.g. Here is the man

whom you talked to him yesterday.

Verbs and verbals

e There are no equivalents of: auxiliary do (e.g. you have a book of French?), modal
verbs, gerund, infinitive forms, verb “to be” in the present tense (e.g. | going to

school.)
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e Time and tense are different from English.

e The simple present tense covers the meaning of simple and progressive in English. e.g.
He playing football twice a week.

e Past perfect is formed with “be” .e. g. She was sing.

e The tense of the original is kept in reported speech. e.g. They said they are travelling.

Adjectives, adverbs and articles

e Nouns precede adjectives. e.g. A lady pretty, a student smart.
e The definite article is used for some place names, some months, days of the week and

many idiomatic expressions. e.g. He goes to the sea.

Conclusion

Chapter four has summarized the research methodology of this study. After
describing the participants who contributed in this study and discussing its aims, the
methods of generating data to investigate the relevance of translation in improving
students’ writing skill have been discussed. The questionnaire that was addressed to
secondary school teachers has been described. The texts that were prepared for
translation have been selected according to the students’ level of proficiency and their
needs in that all the texts themes were part of their English syllabus. In addition, the error
analysis model that has been used to analyse and explain the students’ errors has been

explained.
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CHAPTER FIVE: DATA ANALYSIS AND DISCUSSION

Introduction

Chapter five is devoted to the analysis of the questionnaire’ findings that have been
collected from 65 secondary school teachers. An analysis of all examples of all the types of
errors made by students in their translations is presented. Errors were identified, explained
and categorized according to their types. A tentative explanation of the possible sources of

errors is provided.

5.1. Analysis of the Questionnaire’s Findings

Twenty six of the teachers who volunteered to complete the questionnaire were
males, and thirty nine were females. Table 1.1 and 1.2 show the frequencies and
percentages of the gender of the participants who were involved in this study as 3FL

students and the teachers to whom the questionnaire has been administrated.

Table 1.1: Gender of 3FL participants

Participants Frequency Percentage (%)
Female 20 66.66 %
Male 10 33,33 %
Total 30 100 %

Table 2.1.: Gender of secondary school teachers

Participants Frequency Percentage (%)
Female 39 60 %
Male 26 40 %
Total 65 100 %

As far as secondary school teachers’ general profile is concerned, the questionnaire

showed that 60% of them were females and 40% were males (see table 2 mentioned earlier).
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About 17 % of the respondents were part-time secondary school teachers and 83 % of them
were full-time secondary school practicing teachers whose teaching experience ranged from 3
to 29 years. The teachers’ place of work has not been taken into account as they have all been
working under CBA approach, teaching the same syllabus and have been exposed to
approximately the same teachers’ training. The teachers worked in different secondary

schools in Naama, Relizane, Mascara and Mostaganem.

Table 3.1: Respondents’ position in the secondary schools

Participants Part-time teacher Full-time teacher
Males 2 (7. 69 %) 24 (92.30 %)
Females 3 (7. 69 %) 36 (92. 30 %)

Table 4.1: Respondents’ experience as secondary school teachers

Experience Less than 5 Less than 10 Less than 20 Less than 30
Participants 19 19 17 10
Percentage 29. 23% 29.23 % 26.15 % 15.38 %

Part One: Teachers’ Attitudes towards the Use of Translation in English Classes

As it is stated earlier, the first part was designed to gather data on the teachers’
attitudes towards, and perception on, the use of translation as a pedagogical aid in EFL

classroom. Every question is analyzed below.

Q 1.1. Are you making use of translation in your EFL classroom?

Table 5.1: Teachers’ responses to the use of translation in EFL classroom
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Options Yes No

Percentage 88 % 12 %

Participants’ responses to item 1.1

As the table above shows, the respondents were asked whether they made use of
translation in EFL classroom. The findings show that 88% of them reported using
translation and 12 % did not use it in their classes. The majority of teachers, as the results
confirm, were convinced of using translation to teach English as a second foreign
language. Their highest rated option as it is presented in the above table and graph
reflects their conviction of the usefulness of translation as a pedagogical aid in teaching
English. As practising teachers, 70.76 % of them have been teaching English for more
than 5 years, and their answers reflect the need for translation as an activity that helped
them in teaching though, as noted by many teachers in the discussion that the writer of
the thesis has had with them, English language inspectors did not encourage it in EFL

classroom.

The inspectors’ reservation about the use of translation was due to the fact that
some teachers, especially those with little teaching experience, overuse translation in
their classrooms. However, the ministry of education has issued a decree in July, 2010,

allowing and encouraging the use of what is called pedagogical translation by virtue of its
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importance in fostering EFL learning. (see Appendix B). The teachers’ positive responses
can be supported by Burtzkamm and Caldwell’s (2009) who note that, “Using the native
language in the classroom is the greatest pedagogical resource and can enhance

learners’ confidence and focus on meaning . (In Fernandez Guerra, 2014:156)

Item 2.1.Translation is a useful aid in teaching English as a foreign language

The second item is intended to see the teachers’ perceptions on the usefulness of
translation as a teaching aid for EFL improvement. The table below illustrates the results

obtained in this respect.

Table 6.1: Respondents’ perceptions on the usefulness of translation in EFL

classroom
Options S. agree Agree Undecided Disagree S. disagree
Participants 11 41 8 5 0
Percentage (%) | 16.92 63.07 12.30 7.69 0

7 60% Participants' responses to item2.1 (g

H Strongly agree  HAgree MUndecided HDisagree © Strongly disagree

Viewing the results of the teachers’ attitudes towards the usefulness of translation
as a teaching aid in EFL, 16.92 % of them strongly agreed that translation was a useful
teaching tool. The majority of the informants (63. 07 %) agreed that translation was

beneficial in teaching English as a foreign language. 12. 30 % chose the option
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“undecided” which reflects their lack of opinion about whether translation was useful in
teaching English at the secondary school or not. The last 7.69 % expressed their
disagreement about the usefulness of translation activities in EFL context. The findings
show that the vast majority of secondary school teachers were quite positive about
translation being beneficial as a pedagogical teaching aid in English classes, which could
be an indicator of their awareness of the importance of varying and including new
activities to facilitate the learning of English as well as to create an appropriate learning

environment in which the foreign language can be effectively taught.

Item 3.1. Translation is an unavoidable activity in EFL classroom

Table 7.1: Teachers’ responses about the unavoidability of translation in EFL

classroom
Options S. agree Agree Undecided | Disagree S. disagree
Participants 10 30 6 16 3
Percentage (%)| 15.38 46. 15 9.23 24. 61 4.61

= Strongly agree

Participants' responses to item 3.1

4.61%

= Agree

Undecided

= Disagree

= Strongly disagree




As to question 3 of the questionnaire, the teachers were given a list of options to
choose from according to whether they thought translation was an unavoidable activity in
EFL classroom. The table above shows that most of the teachers believed that it was an
unavoidable activity in teaching English as a foreign language. Their attitudes ranged
from 15. 35 % who strongly agreed to 46.15 % who agreed with this statement.
Approximately 24.61 % thought that they could avoid translation in their English classes.
Only 4.61 % of the informants strongly disagreed with translation being avoidable. Their
responses indicated that they could teach without having recourse to translation as an aid
in their daily teaching practices. Interestingly, the majority of the respondents believed
that translation could not be avoided in EFL classroom. A higher number of teachers
appeared to support Danchev’s (1982) view that: “translation is a natural phenomenon
and inevitable part of second language acquisition even where no formal classroom
learning occurs” (in Harbord, 1992:351). In the same vein, Leonardi (2011:21) reports
that: “translation is a complex activity which involves linguistic, cultural, communicative
and cognitive factors. These factors are all closely intertwined with FL learning, thus

making translation a necessary, unavoidable and naturally-occurring phenomenon when

learning foreign languages.

Item4.1. Teachers feel confident when using translation in EFL classroom

Table 8.1: Teachers’ responses about their confidence using translation in EFL

classroom
Options S.agree | Agree Undecided | Disagree S. disagree
Participants 6 23 9 20 7

Percentage (%) | 9.23 % 35.38% | 13.84% 30. 76 % 10.76 %
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Participants' responses to item4.1

g

-

= Strongly agree = Agree Undecided = Disagree = Strongly disagree

In the questionnaire, participants were asked to tick the appropriate box to
indicate whether they felt confident when they used translation in their English classes.
As table 6 shows, about 44. 61% of the survey participants believed that they felt
confident using translation when teaching English, with 35.38 % agreeing and 9.23 %
strongly agreeing with this view. In contrast, 30.76 % reported that they did not feel
confident when using this activity in teaching. There was even a group of teachers of
about 10.76 % who were strongly against this view believing that there was no ground for

confidence when using another language even if it was the students’ own language.

13. 87 % of the respondents did not have an opinion regarding this idea. Clearly,
half of the teachers’ attitudes were positive in that they viewed translation as a valuable
tool in teaching English to secondary school learners in certain aspects of the lesson, a
fact that made them feel comfortable and confident when they used it. However, there are
a notable number of teachers who answered negatively due, one may think, to the
professional context in which they operated and that did not encourage the use of
translation, particularly when this attitude was not favourably welcomed by a number of

inspectors themselves. Besides, some of the teachers may think that the use of the
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students’ first language, irrespective of which objective is being fulfilled, reflects the

teachers’ lack of proficiency in English.
Item 5.1: Translation is an enjoyable activity for students in EFL classroom

Table 9.1:Teachers’responses about translation as an enjoyable activity in the EFL

classroom

Options S. agree Agree Undecided | Disagree | S. disagree

Participants 29 28 2 6 0

Percentage (%)| 44.61% | 43.07% | 3.07% 9.23 % 0%

The survey responses focusing on whether the learners enjoyed the lesson when
the teacher integrated translation in his classes clearly illustrate that the vast majority of
teachers strongly agreed (over 44. 61 %) and agreed (43. 07 %) with this statement. Only
3.07 % of the respondents did not have an opinion and 9 .23 % expressed disagreement

about the teacher’s use of translation in the classroom being enjoyable.

Participants' responses to item 5.1

0%

3.07% ‘

m Strongly agree = Agree Undecided = Disagree = Strongly disagree

Students found translation in the classroom enjoyable because of many reasons

one of which is related to the lack of proficiency in the foreign language. They believed
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that translation could be very useful for understanding the input and enhancing the
participation in classroom practices. Furthermore, translation may create an appropriate
social environment where learners and their teacher maintain a good relationship in the
classroom due to the familiarity the learners will feel if a shared native language is
employed at some stage of the class. Low level learners may participate in the classroom
interaction if the teacher uses translation purposefully and judiciously during his English
classes. Besides, pair and team work are one of the successful practices in an EFL context
where translation, as an effective activity that tends to develop such a pedagogical
practice between the teacher and the students and between students themselves, is a
natural and an unavoidable phenomenon that they enjoy. In this respect, Carreres’
argument explains the teachers’ strong belief that the students enjoy such an activity. She
(2006:7) states that, “translation, by its very nature, is an activity that invites discussion
and, in my experience, students are only too happy to contribute to it, often defending

their version with remarkable passion and persuasiveness”.

Item 6.1: The teacher always uses translation when teaching.

Table 10.1: Teachers’ responses to always using translation in teaching

Options S. agree Agree Undecided | Disagree S. disagree
Participants 2 8 9 37 9
Percentage (%) | 3.07% | 12.30% | 13.84% 56.92 % 13.84 %
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Participants' responses to item 6.1

3.07% 2.30%

3.84%

= Strongly agree = Agree Undecided = Disagree = Strongly disagree

As to the item 7, the majority of the informants who participated in the
questionnaire reported that they disagreed with the idea that the teacher always uses
translation in his teaching with 56.92 % disagreed and 13.84 % strongly disagreed. In
fact, 12.30 % of the respondents agreed and 3. 07 %, which is a very low frequency,
strongly agreed with this statement. It is worth noting that the more than 69 % of the
survey respondents had a negative attitude towards using translation in everyday
teaching. Examining the data reveals that teachers may be afraid of overusing translation
at the expense of English. They may think that students would get used of using too much
their own language in EFL classes which would deprive them from developing a high
proficiency in English (especially in speaking and listening skills) and be highly
motivated to express their ideas in their native language instead. The students’ negative
attitudes were due mainly to the lack of updated knowledge about the usefulness of
translation in relating new acquired knowledge in the foreign language to an already
existed one in the native knowledge (see Cook, 2013) on the one hand, and its
effectiveness of reducing stress and anxiety which hinder the learning process on the
other hand. Besides, the teachers’ lack of training to use translation as a purposeful and
pedagogical tool to teach English in secondary schools, though it was explicitly

considered useful by the ministry of education (see Appendix B ), resulted in judging
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translation negatively if it is always used in EFL classroom. From the data presented
above, teachers implicitly reported that the main language that should be used in EFL
classroom was English and not the students’ own language. The teachers may possibly
call for a judicious, planned and purposeful use of translation rather than its overuse. In
this respect, Turnbull (2001) argues that, “Too much own-language use may deprive
learners of the opportunity to use the target language, and using the new language is
often motivating for learners who can quickly see its usefulness and achieve immediate

success”.(In Hall and Cook, 2013:9)

Item 7.1: Translation can foster foreign language learning.

Table 11.1: Teachers’ responses to the role of translation in fostering the foreign

language learning process

Options S. agree Agree Undecided | Disagree S. disagree
Participants 11 32 6 11 5
Percentage (% 16.92% | 49.23% | 9.23% 16.92% 7.69 %

Teachers' responses to item 7.1

e

\

= Strongly agree = Agree Undecided = Disagree = Strongly disagree
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As the table above indicates, 49.23% of the participants reported that they agreed
with the idea that translation could foster the foreign language learning process. 16. 92 %
strongly believed in the usefulness of translation in enhancing learning English as a
foreign language. Additionally, 9.23 % were undecided as to the importance of
translation in this respect, whereas over 24, 61% of the respondents (16.92 % disagreed

and 7. 69 % strongly disagreed) had answered negatively to this statement.

As the findings show, more than 66 % of the participants were supportive of
translation as an activity that fosters foreign language learning. This being said,
secondary school teachers found the unplanned and the unprincipled amount of
translation they made in classroom useful in developing language skills as argued by
Duff (1989:7), “translation, if designed properly can be used to enhance the four skills of
reading, writing, listening and speaking , and develop accuracy , clarity and flexibility”.
Besides, Leonardi (2010:29) states that, “translation can be used as a means to improve
students’ analytical skills and problem-solving strategies, and as a means to interact and
practice language skills (as any FL class) when commenting or discussing the problems

encountered in translations”.

Part Two: On the Usefulness of Translation in Developing the Writing Skill

The second part of the questionnaire was designed to investigate the usefulness of
translation in developing the secondary school students’ writing skill. It consisted of ten
items and one open item that required a comment exploring the teachers’ perception on
devoting one hour a week to practise purposeful translation activities so as to consolidate
some language points and develop writing skills. Descriptive statistics were calculated for

all items and the findings were discussed as follows:
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Item 1.2. Translation is useful in explaining instructions.

Table 1.2: Teachers’ responses to the use of translation in explaining instructions

Options S. agree Agree Undecided | Disagree | S. disagree
Participants 9 29 8 15 4
Percentage (%) 13.83% | 44.61% | 12.30 % 23.07 % 6.15 %

Participants' responses to item 1.2

= Strongly agree = Agree Undecided = Disagree = Strongly disagree

Survey responses focusing on the use of translation in explaining instructions
illustrate that 13.83 % of the informants strongly agreed with this idea. About 44.61 % of
them agreed that translation was useful in this respect. However, some of them gave a
negative answer to this item, with 23.07 % disagreeing and 6.15 % strongly disagreeing.
Besides, 12.30% of the respondents were undecided as to this particular use of
translation. The findings revealed quite different responses about item 1.2.in that half of
the teachers who participated in the questionnaire believed that translating instructions
was beneficial for students as understanding the teacher’s instruction represents half of
the answer. The student could write an off-topic composition if the instruction of the
writing task was not well explained. These teachers made use of translation to guarantee

the students’ understanding as well as to save more time that may be wasted explaining
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an outline or a plan to be followed when the students could not even understand what the
writing passage would be about and what purpose it may have served. Furthermore,
students would feel confident if they understood everything introduced to them, and it is

up to the teacher to use the right pedagogical tool to reach the students’ aim.

Those who disagreed with this idea thought that English should be the
predominant language in the classroom and translating instructions was considered a

violation of this principle. In this respect, Hall and Cook (2012:272) note that:

“the assumption that the only language that can be used during a FL class should be the
FL being taught, and that students should be discouraged from using their native
language is now being increasingly challenged, due to the ‘reassessment of the merits of

2

relating the language being taught to student’s own languages’”.

Furthermore, teachers may have thought that students would get used to
translation to the extent of becoming dependent on it for understanding the teacher’s
discourse. Thus, there would be fewer opportunities to practise and limited exposure to
the foreign language. Most importantly, teachers related the use of the students’ first
language as the form of instruction in EFL classroom to the GTM which, as stated in
previous chapters, was not perceived under a positive light by teachers due to its failure
to achieve the students’ communicative needs. Lucas and Katz (1994:558) state that “the
use of native language is so compelling that it emerges even when policies and
assumptions mitigate against it”. (in Hall & Cook, 2013:8). The question of whether to
use translation in giving instructions or not depends on a number of circumstances in
which the teacher has to gauge situations that require the use of the students’ own

language such as the complexity of the task at hand for example. Students’ own language,
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if integrated by the teacher, should be used where and when appropriate to ensure the

students’ understanding and avoid delays in learning the input.

Item 2.2. Teachers use translation in explaining / teaching the new vocabulary related to

the unit they are teaching.

Table 2.2: Teachers’ responses to the role of translation in explaining/ teaching the

new vocabulary

Options S.agree | Agree Undecided Disagree S. disagree
Participants 13 41 2 7 2
Percentage (%) 20% | 63.07% |3.07% 10.76 % 3.07 %

As to the second item, the vast majority of the questionnaire respondents reported
positive attitudes towards using translation in teaching the new vocabulary related to the
unit they were teaching with 20% of them strongly agreeing with this view and 41%
agreeing. In contrast, some participants did not think that translation was appropriate for
teaching or explaining vocabulary in that 10.76% of them disagreed with this idea and
3.07 % strongly disagreed. About 3.07% of respondents did not have an opinion about

the suggested item above.
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Participants' responses to item 2.2

= Strongly agree = Agree Undecided = Disagree = Strongly disagree

As the results showed, it seems likely that the majority of teachers who perceived
translation to be useful in teaching vocabulary knew the importance of understanding
new words that would be used at the end of each sequence to produce a good piece of
writing. Besides, in the writing section of the Baccalaureate exam, students are asked to
choose one topic out of the two suggested. One of the criteria for choosing the writing
section is that the two topics should be covered in the third year syllabus. Thus, any
vocabulary sequence should be well explained and practised. In an empirical study
conducted at the University of Cambridge, Carreres (2006) states that translation into the
foreign language is a very useful language learning device, especially when learning
vocabulary. In the same vein, Cook (2013), Celik (2003), Nation (2003), Laufer & Girsai
(2008) note that own-language use (translation) has been identified as the most effective
way of learning vocabulary via the learners’ use of bilingual dictionaries and also as a

teaching strategy”. (in Cook, 2013:9).

Item3.2. Students can spot their weaknesses and develop their cognitive skills in

analyzing and in understanding when the teacher uses translation.

Table 3.2: Teacher’s’ responses to the role of translation in developing students’

cognitive skills
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Options S. agree Agree Undecided Disagree S. disagree
Participants 8 30 10 15 2
Percentage (%) | 12.30% | 46.15% | 15.38% 23.07 % 3.07 %

Participants' responses to item 3.2

3.07%

= Strongly agree = Agree Undecided = Disagree = Strongly disagree

Viewing the results of the survey where teachers were asked to tick the right box
according to whether or not they thought translation would help students improve their
cognitive skills that enabled them analyze and understand the learning input, more than
half of them thought that translation was beneficial as far as this kind of skills were
concerned (with 12.30 % strongly agreed and 46.15 % agreed with this view). 23. 07% of
the participants subscribed to the view that translation could not help students develop
their cognitive skills. In fact, 3.07% of them even strongly disagreed with this view.
About 15.38% were undecided about this statement. The teachers who were favourable to
this view believed that translation was a mental process and “a means to improve
students’ analytical skills and problem-solving strategies, and a means to interact and
practice language skills (as in any FL class)” Leonardi (2010:29). Translation, Stibbard
(1994) believes, can be used to extend and develop thoughtful and critical reading of

texts which enable learners to reflect on and contrast between their native language and
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the foreign language. At this stage, they will be aware of the similarities and the
differences between the two languages which will certainly help them avoid some
common errors caused by language transfer. Many authors, namely Cook (2013),
Fernandez- Guerra (2014), Duff (1989), voice the opinion that translation is a means to
improve learners’ analytical and problem-solving skills. It, therefore, encourages creative
thinking and flexibility of expression. Participants who were negative to the above
statement may have thought that translation use in the EFL classroom would keep
students thinking about English in their own-language and would prevent them from
acquiring learning strategies in and within their new language. Besides, their view
seemed to presuppose that translation was a mere activity that could push students to go
back and forth between two languages making them emphasize the differences between
these two languages, which would not necessarily help them improve their cognitive

skills.

Item 4.2.Translation activities give the learners the opportunity to plan, reflect, discuss,

review and edit their written work.

Table 13: Teachers’ responses to the role of translation activities in helping students

plan, reflect, review and edit their written work

Options S. agree Agree Undecided | Disagree | S. disagree

Participants 13 28 11 9 4

Percentage (%) 20 % 43.07% | 16.92% 13.84 % 6.15 %

149



Participants' responses to item 4.2

6.15%

—
\

m Strongly agree = Agree Undecided = Disagree = Strongly disagree

The table above summarizes the teachers’ responses about whether or not
translation activities give the learners the opportunity to plan, reflect, discuss, review and
edit their written works. 43.07% of the informants agreed and 20 % of them strongly
agreed with this idea. However, 13.84 % answered negatively and about 6.15 % strongly
disagreed with the view that considers translation activities so useful to learners in that it
enables them to plan and organise their written production. Some of them (16.92%) did
not have an opinion concerning this statement. The teachers who were positive to this
idea believed that translation from and into students’ native language helped them plan
and reflect on their written productions in the sense that they drew the writing task’s
outline in their minds and generated ideas by thinking in their mother tongue and writing
in English, a process that explains the reason behind the occurrence of interference errors.
Furthermore, Carreres (2006:7) supports the view that sees translation as a task that
involves discussion by indicating that “translation, by its very nature, is an activity that
invites discussion and, in my experience, students are only too happy to contribute to it”.
Besides, Fernandez Guerra (2014:155) asserts that “translation tasks require students to

reflect on how to achieve equivalence semantically, functionally and pragmatically, so
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they can put their efforts in trying to look for adequacy and appropriateness for the
communicative purpose defined in a specific translation assignment”. In addition, these
participants agreed that students used translation to review and edit their writing
compositions because reviewing is a cognitive process which involves in this case the use
of the students’ own- language. Other informants tended to report negative beliefs about
the above statement as they seemed to encourage the use of English only in completing
the writing task in order to avoid any possible errors that might occur when integrating

the mother tongue in this respect.

Item5.2. Translation is used to extend students’ background knowledge and enrich their

linguistic competence that enables them to develop their writing in English.

Tablel4: Teachers’ responses to the role of translation is extending students’

background knowledge and enriching their linguistic competence.

Options S.agree | Agree Undecided Disagree S. disagree
Participants 12 24 9 17 3
Percentage (%) | 18.46% | 36.92% | 13.84% 26.15 % 4.61 %

When asked about the role of translation in extending students’ background
knowledge and enriching their linguistic competence, 18, 46% of the informants strongly
agreed with this view and 36.92% of them chose to agree only. On the other hand, about
26.15 % disagreed and only 4.61% strongly disagreed with this idea. As the results show,

13.84% of the respondents were undecided about this statement.
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Participants' responses to item 5.2

4.61%

\

= Strongly agree = Agree Undecided = Disagree = Strongly disagree

The participants who expressed a positive response to this view believed that
translation was an act of communication across cultures because it is a natural activity
that takes place in the real world (see Fernandez- Guerra, 2014) where learners can learn
new ideas and experiences. Duff (1989) asserts that translation, if properly used, can be
used to improve the four skills of reading, writing, listening and speaking, and it
enhances accuracy, clarity and flexibility. Besides, learners are exposed to different text
types, registers, styles and contexts which help them develop their linguistic and

communicative competence.

Item 6.2. Students translate their thoughts using their first language. This particular
process helps them transpose these ideas into English when asked to produce a piece of
writing.

Table 6.2: Teachers’ responses to the usefulness of translation in transposing

students’ ideas from L1 into English when writing

Options S.agree | Agree Undecided Disagree S. disagree
Participants 10 28 8 12 7
Percentage (%) | 15.38 % | 43.07 % 12.30 % 18.46 % 10.76 %
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Participants' responses to item 6.2

m Strongly agree = Agree Undecided = Disagree = Strongly disagree

The table above summarizes the results of the item 6.2. in the questionnaire
addressed to secondary school teachers. It shows that 15.38 % of them strongly agreed
with the view that purports that students translated their thought using their first language
when writing in English, a process that helps them transpose these ideas into the foreign
language when they are asked to produce a piece of writing. 43.07 % agreed with this
idea. In contrast, 18.46% of the participants disagreed with this view whereas others
(10.76%) expressed their strong disagreement about it.12.30% of them were undecided as
far as the statement is concerned. The teachers who agreed that students translated their
thoughts using their first language when writing in English were aware that thinking in
the mother tongue was a natural and an unavoidable activity in EFL classroom whether
the teacher allowed it or not, which would confirm the results presented by a number of
the authors such as Duff (1989), Cook (2013) Kerr (2014). Teachers can control which
language their students speak in the classroom, but they can never force them to think in
the foreign language. In addition, students consider translation in this respect one of the
most effective and preferred language learning strategies that facilitate their writing
process as they can transpose ideas into English when they are asked to produce a piece
of writing (see Atkinson, 1987) . In fact, students use their native language to guide and

direct their thinking about the new language and during language tasks as it is noted by
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Cook (2013). Furthermore, the student’s mother tongue, as it is asserted by Kerr, is the
most important resource that students rely on to learn new knowledge. In this respect,
Vygotsky points out that “learning a new language necessarily involves the use of one’s
own language as a ‘mediator’ between the world of objects and the new language”.

(Vygotsky ed. Kozulin, 1986: 161 in Kerr, 2014:5).

Item7.2. When translation is used purposefully, students learn comparatively. Thus,

typical errors caused by negative first language transfer can be avoided.

Table7.2: Teachers’ responses to the usefulness of translation in helping students

learn comparatively resulting in the avoidance of negative L1 transfer errors.

Options S.agree | Agree Undecided Disagree S. disagree
Participants 9 35 10 7 4
Percentage (%) | 13.84% | 53.84% | 15.83% 10.76 % 6.15 %

Participants' responses to item 7.2

6.15%

10.76%
15.83% I

= Strongly agree = Agree Undecided = Disagree = Strongly disagree

As the table above indicates, 53.84% of the participants reported that they agreed
with the idea that if translation were used purposefully, students would learn
comparatively. Thus, typical mistakes caused by negative first language transfer could be

avoided. 13.84 % of the respondents strongly believed in the usefulness of translation in
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avoiding interference errors. Additionally, 15.83% were undecided as to the importance
of translation in this respect, whereas over 16.91% of the respondents (16.92 % disagreed

and 7. 69 % strongly disagreed) answered negatively to this statement.

The results obtained showed that 67.68% of teachers subscribed to the view that
translation helped students learn comparatively. Therefore, many errors occurred due to
negative transfer would be avoided. This idea confirms Widdowson’s view (2003:23) that
“the activity of comparing and contrasting the L1 with the target language is a manner of
promoting language awareness”. In the same vein, Ali (2012) in Ferndndez -Guerra
(2014:156), notes that learners always view the foreign language through their own-
language, thus they always naturally tend to use translation. Similarly, these participants
subscribed to the same view as Kavaliauskiené and Kaminskiené (2007) who claim that
“learners will automatically compare both languages involved, either consciously or
unconsciously, so it is pointless to try to avoid their internal thinking in L1 and code-
switching between L1 and L2, since it is regarded as naturally developmental (in
Fernandez -Guerra , 2014:156). In fact, translation raises students’ awareness of the
similarities and the differences between their mother tongue and English which enables
them to acquire the difficult structures in the new language. In addition, Kerr (2014:5)
suggests that the best and the most effective way to deal with “negative transfer” is to
compare the two languages directly. Along the same lines, Sousa (2011:24) states that
neuroscience proves that “the initial acquisition of new words in a foreign language
depends on the association of these items with corresponding own- language items in the

learners’ memory” (in Kerr, 2014:5).
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Other teachers who supported the monolingual approach to teaching English were
against this idea as they thought that learning English through translation would never
help students get used to the “spirit”, borrowing Berlitz’s (1916:4 in Kerr, 2014) words,
of the foreign language and they would rather base all their learning on their mother
tongue. Besides, they believed that the use of translation certainly led to negative transfer
where the students would wrongly think that there was a perfect correspondence between
the two languages which, in fact, is a wrong belief. Teachers who disagreed with this idea
believed that students’ errors in writing have been unquestionably made because of such

negative transfer. Other teachers did not have any opinion about this statement.

Item 8.2. Translation makes students aware of language elements and their functions.

Table 8.2: Teachers’ responses to the role translation in raising students’ awareness

of language elements and their functions

Options S. agree Agree Undecided Disagree S. disagree
Participants 5 32 7 18 3
Percentage (%) 7.69 % 49.23% | 10.76 % 27.69 % 4.61 %

The table above shows that more than half of the survey respondents believed that
translation made students aware of both language elements and their communicative
functions, with 49.23% of the participants agreeing with this view and 7.69% strongly
agreeing. In contrast, the second half of them had differing views as to the importance of
translation in this respect, with 10, 76% undecided, 27.69% of them disagreeing and only

4.61% strongly disagreeing.
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Participants' responses to item 8.2

4.61% 7.69%

= Strongly agree = Agree Undecided = Disagree = Strongly disagree

The findings illustrate that more than half of the teachers who took part in the
questionnaire thought that through translation students would be aware of both language
elements and functions. In a translation task, learners have to take into account meaning.
In fact, much attention should be given to the choice of the appropriate words and their
functions when translating. These two principles are relevant to all kinds of translation in
the sense that the translated text should be reflective of the meaning of the original text
appropriately and clearly. Additionally, the ordering of words and the sequencing of ideas
is another principle in translation that should be emphasized to ensure that the source text

and the target text are as close as possible.

It seems from the above discussion that translation raises the students’ awareness
of both language elements and their functions. Thus, they can produce coherent pieces of
writing with an appropriate choice of words and expressions that serve the intended
communicative purposes. So, working from and into the students’ native language can
naturally draw explicit attention to the form and the meaning of the text. In support of

this view, Duff (1989:7) points out that:

“depending on the students’ needs, and on the syllabus, the teacher can select the

material to illustrate particular aspects of language and structure with which the students
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have difficulty in English: for instance, prepositions, articles, if-clauses, and the passive).
By working through these difficulties in their mother tongue, the students come to see the

link between language (grammar) and usage ”

Item 9.2. Students will be aware of the different types of styles and registers when

translation is utilized appropriately in the classroom.

Table 9.2: Teachers’ responses to the role of translation in raising students’

awareness of the different types of styles and registers

Options S. agree Agree Undecided Disagree | S. disagree
Participants 5 32 12 13 3
Percentage (%) 7.69 % 49.23% | 18.46 % 20 % 4.61%

Participants' responses to item 9.2

461% 7.69%

= Strongly agree = Agree Undecided = Disagree =

When they were asked whether students would be aware of the different types of
styles and registers if translation were utilized appropriately in EFL classroom, about half
of the survey respondents were receptive to this idea (with 7.69% strongly agreeing and
49.23% agreeing). However, 18.46% did not give any opinion. 20% of the teachers did
not agree with this view. Some of them (4.61%) even strongly disagreed with this

statement.
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Clearly, half of the teachers who contributed to this study thought that students
would be aware of the different types of styles and registers if translation were used
appropriately in the EFL classroom because they believed that the teaching material
would be varied and selected according to the students’ needs. Translation texts would be
of different types (argumentative, narrative, expository, descriptive, and instructive) with
different styles (formal, informal). In addition, translation, the teachers thought, could
expose students to varieties of text types and registers according to variations in the field,
tenor and mode, which, in fact, reflect how languages are used in real-life situations for
communicative purposes. Thus, students’ lexical knowledge would be improved when
integrating translation purposefully in the EFL classroom. Teachers who showed a
negative perception towards this view believed that translation could not improve
students’ knowledge of language registers and styles as it seemed that they related
translation only to code-switching and never thought that it could be a systematic and a
purposeful pedagogical aid through which they could consolidate students’ knowledge

and skills of the foreign language.

Item 10.2. Students will be aware of both cohesion, coherence and the sequencing of

ideas in both languages when they are exposed to translation activities

Table 10.2: Teachers’ responses to role of translation in foregrounding cohesion and

coherence in the source and the target language

Options S. agree Agree Undecided Disagree S. disagree
Participants 7 24 6 23 5
Percentage (%) 10.76 % 36.92 % 9.23 % 35.38 % 7.69 %
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Participants' responses to item 10.2

7.69%

A\

= Strongly agree = Agree Undecided = Disagree = Strongly disagree

Survey responses focusing on whether or not students would be aware of
cohesion, coherence and the sequencing of ideas in both languages when they were
exposed to translation activities illustrate that 10.76 % of the informants strongly agreed
with this idea. About 36.92 % of them agreed that translation activities were useful in this
respect. However, some of them gave a negative answer to this item, (with 35.38 %
disagreed and 7.69 % strongly disagreed). Besides, 9.23% of the respondents were

undecided as to this particular use of translation.

Teachers who agreed that translation activities made students aware of cohesion,
coherence and the sequencing of ideas in both languages believed that translation
encouraged noticing which enabled learners to be aware of cohesive devices that made
the text coherent and organized. It should be noted that even at the level of sentences,
translation draws students’ attention to particular stylistic aspects and allows them to
emphasize cohesion and coherence in their written production as they are aware of the

importance of both elements in producing an effective piece of writing.

Translation activities involve making decisions at both the reading and the
reviewing stage in order to guarantee successful textual connectivity. Moreover, textual

organization entails that the structure of the text is an important feature in translation.
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This particular element is needed in writing in a foreign language. Clearly, while some
teachers disagreed with the view that translation raises students’ awareness of cohesion,
coherence and the sequencing of ideas in both languages, others subscribed to the view
that translation can fulfill this function as cohesion and coherence are two basic features
that bind the translated text together and any mishandling of these elements affects the

meaning of the text.

Item 11: What do you think of devoting one hour to practise translation activities so as to

consolidate some language points and skills?

The last item in the questionnaire that was addressed to secondary school teachers
working, as mentioned before, in different cities in Algeria, was an open question
exploring teachers’ overall attitudes as to the implementation of one hour a week to
practise purposeful translation activities in order to consolidate some language aspects
that have been covered in the classroom and develop language skills that enable students
to achieve progress in their writing performance. Such a question required an additional
comment that teachers added, which aimed at investigating their beliefs about the real
practice and the integration of translation in the classroom after having explored their

views towards translation use in an EFL context from a theoretical perspective.

The findings shows that the majority of teachers (73.84%) explicitly advocated
the use of translation activities in the EFL classroom to improve language skills. They
agreed with the idea of devoting one hour a week to practise some purposeful and well-
planned activities in the hope of consolidating language components that students found
difficult to understand in previous lessons. The attitudinal data suggest that teachers had

various and complex attitudes towards devoting that weekly additional hour. The vast
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majority of them clearly believed that, if used purposefully, translation activities could
facilitate the learning process especially in introducing new vocabulary, grammar rules,
and promoting communication skills. Besides, participants agreed that students would be
more motivated and excited when they were introduced to translation activities. In
addition, the teachers surveyed thought that the importance of translation lied in
determining the students’ weaknesses in the foreign language, a technique that could give
them the opportunity to both identify the common errors and suggest remedial exercises
to overcome their students’ deficiencies particularly in writing. Some of the survey
respondents suggested that translation activities could be given to learners as home work
while others believed that translation could be assigned during the English class without
the need for one hour to practise these activities. On the other hand, some respondents
judged translation negatively; thus, they disagreed with the idea of devoting one hour a
week to practice translation activities. Examining the data in more detail reveals that
some teachers perceived the role of translation in an EFL classroom less significant, if
not unhelpful at all, as an aid to promote the teaching-learning process. According to
these participants, translation is a time-consuming activity that deprives the students of
opportunities to use English. Besides, they viewed that teachers would better rely on
other tools such as visual aids and dictionaries to convey the input rather than using

translation in which students would not be assessed in their Baccalaureate exam.

The attitudinal data also seem to indicate that these teachers were against the use
of translation activities in an EFL classroom, which explains their disagreement with the
view of integrating translation activities in the form of one hour a week to promote the
learning of the foreign language. And yet, as the survey findings surprisingly show, the

teachers, in varying degrees, made use of translation in their English classes. This
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paradoxical answer seemed to reflect, on the one hand, the guilt these teachers felt when
using their students’ native language. On the other hand, the responses may indicate their
conviction that translation was not always useful, but in some aspects of the lesson such

as the teaching of vocabulary in particular, as they reported.

The data also reveal that these teachers had a very restricted and superficial view
of translation due to their ignorance of the current views of translation in the field of
language teaching as well as of its positive implications in this particular area as many
theorists have evidenced. Evidently, their answers reported that they saw translation as a
form of code-switching only. Consequently, teachers thought that using translation
(native language use) would encourage students not to speak the language they are

learning as the time spent to use it was supposedly the time to use the foreign language.
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5.2. Students’ Error Identification and Categorization

The researcher has detected many intralingual and interlingual errors in the students’
translations. These errors have been taken from different translated texts randomly and
classified according to their types and possible sources based on data analysis and the
researcher’s experience with the students who participated in this study. Each category of

errors is discussed and illustrated.

First, samples of the linguistic errors that are identified in the students’ translated texts
are examined and discussed. The types of linguistic errors that are detected in this study
include: grammatical, morphological, syntactic, inappropriate word from. Then, translation
errors are identified after reexamining the third year students’ texts. This category includes
both the errors that reflect the learners’ inability to understand the source text (comprehension
errors) and those that occurred due to the student’s inability to replace the meaning of the
source text into the target text (translation errors). It is impossible to have a clear cut between
linguistic and translation errors in that the same error may be categorized under both types.
The discussion of the detected errors will be accompanied by examples in an attempt to
summarize all the possible and the common systemic errors made by third year FL students.
This can help the teacher suggest remedial tasks and strategies in order for these students to

avoid these errors in their writing.

5.2.1. Linguistic Errors

5.2.1.1. Morphological Errors

The morphological errors identified in this study are divided into two types: errors

related to nouns and errors related to verbs. Each subcategory is divided into subtypes which
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are discussed with examples from the students’ translations of the different texts with which

they have been provided.

a. Nouns

Addition of a plural marker

This type of morphological error occurs when students add the plural marker “s” to
singular nouns or irregular plurals that do not take “s”, such as the words advice, and sheep.
Here are some examples of this type of morphological errors that students made substantially

in their translations:

1. The brains retrieve the previous experience.

ALl 4 il flaal) g e
2. ltisrelated to the way our brain treat informations.

e el Ui Laa g gellay (A1) Ay ylally Jai pa s
3. The brain didn’t treat it in the same moments.
Adaall) @l 8 dsllay al §Lal

In the first and the third example, the words brains and moments are singular in the
original text and no plural marker precedes both of them. However, some students translated
them as plural nouns. The word “informations” in the second example is an irregular plural
that does not end with the plural marker “s”. Due to lack of knowledge of plurality, students

made such kind of errors in their texts.

Omission of a plural marker
This kind of errors occurs when the plural marker “s” is omitted at the end of the plural

nouns such as in the following examples:
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1. When we see that thing for the second time after few second....
e AalB ) g5 2y AN B pall o) ) (g0 Ladie oS
2. Among these factor, we can mention the white color on the walls.
o) el S LSy Jal gadl o3 (1
Though the quantifier ‘few’ and the demonstrative pronoun ‘these’ are considered as
markers that precede both words ‘second’ and ‘factor’ and that have been correctly translated
in these examples, students omitted the plural marker “s” in both words .This type is a

common error that students made due to fossilization though they knew the rules of plurality.

The incorrect use of possessive case

The incorrect use of the possessive case is one of the morphological errors that
students make when they fail in applying the correct rule as they confuse between the
possessive case of a singular word and that of a plural word. In addition, students do not know
that the possessive cannot be created in the first part of a compound word of an open form
type. Below is an example of this type of errors:

e The observer of the exam can see all the computers’s screens.

Sgpall) CiLELE gpan BaaLia (late¥) ol el (Say

In the sentence above, though the student succeeded in making the right choice to
translate the sentence, he failed in expressing the possessive case correctly as he/she added the
“s” to the first word of the compound noun (highlighted above), which is morphologically
incorrect in that the compound noun does not need the form of the possessive case such as the
apostrophe and the ‘s’ , and can simply be translated as ‘the computer screens’ with the

addition of the plural marker’s’ in the end of its last part.
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b. Verbs
Inappropriate verb construction

This type of error refers to the inability to correctly form a verb according to its function in

the sentence where it is mentioned.

1. Will happened RRCEER

2. The exam’s room will be organize. Adliia Glatiay) 48 2 ¢ gSiu

In both cases the students failed in using the correct from of the verbs in bold. This
inappropriate construction of the verbs ‘fo happen’ and ‘fo organize’ in the future reflects that
the students confused the future simple tense with the perfect tense in which two parts are
used to form one verb ( to be + past participle). In this case, the student used the past
participle with the modal “will” instead of the stem happen and used the infinitive form of the
verb “to organize” in the future passive where he/she should use the past participle ‘ed’ based
on the rule (will+ be+ past participle). This reflects the students’ lack of knowledge of verb
construction. Though it is a morphological error that has to do with —ed (a suffix added at the
end of regular verbs in the past simple tense or the past participle), it can be considered as a
grammatical error because of its relation to the verb tense. This error, it should be noted,
could possibly affect the sentence structure and meaning, especially if the student uses a tense

that he/she thinks was the right one used by the original writer.

Omission of the third person “s”
The Students made errors related to the omission of the third person “s” as illustrated in the
examples below:

1. The brain expect them. £lal) Lgad gy

167



2. It take us to a result of what we are going to see.
ana La lad (5 53 0 g8 ddaii ) Ul
Though the two verbs “expect” and “take” are singular forms for singular subjects
“the brain”, “it” , some students used the plural form of the verbs instead. This is a systemic
error that is made not only in students’ translations but also in their writing assignments. It
can be clearly observed that the second example includes another type of errors (literal

translation) that will be discussed according to its category.

5.2.1.2. Grammatical Errors

Grammar is undoubtedly an essential language system that many students find difficult
and challenging due to the language (s) to which they have been exposed before studying the
foreign language. If language grammar is controlled through having a considerable basic
knowledge, good pieces of writing will be produced. Though grammar usage is one of the
most important aspects on which both curriculum designers and secondary school teachers of
English have at all times focused, most errors committed by students in their translations were
related to this aspect. This category of errors occurs in different word classes such as
adjectives, adverbs, articles, tenses and so on. The following are examples of grammatical
errors that have been detected in the students’ translated texts and classified according to their

types and discussed below.

a. Adjectives
Misuse / Misplacement of adjectives
1. The pharaohs built a strong central government and stable.
B e g4y 98 4938 ja da gl pliily L) jil) ol
1. These buildings huge still in front of our eyes.

168



e alal ) 3Y dadial) bl o2
2. Inthe brain, there is a device complete that always tells us about our location.

L g g ey Laila Ladlely a g8y JalSia dadla jlgn 2 50 fladll B

These examples illustrate the misuse of adjectives in the students’ translations in that
they lacked the ability to order the adjectives that come before a noun. They relied on literal
translation to render the original sentences into the target language. Thus, errors in the
sequencing of adjectives occurred. In English, adjectives precede nouns unlike Arabic, in
which adjectives follow nouns and agree with them in number and gender. The Arabic
sentences above illustrate that students were influenced by the rules of Arabic when
translating into English, especially when they failed to order and join the adjectives where the
second adjective should be connected with the last adjective by and. So, students’ native
language was the reason why many of them committed this error in their written production.
It should be noted that the focus here is on the misplacement of adjectives. The other types of

errors will be discussed according to their type later.

b. Adverb

Misuse/ Misplacement of adverbs
1. There is a complete device that tells us always about our location.

Lidga g lSay Laila Ladle by a g8 JalSia dadlajlga 2 g0 fladll B

2. We feel immediately that we have seen it already.
Ay U Gan 4] Jgdl) o add
3. We have done experiments with a number of students in earlier.

Sl cB g 8 UL pradiial) (e 238 ra Loty Liad A
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The misplacement of the adverb in the first and the second example is again an
evidence of transfer in that adverbs in Arabic come after verbs. What the students did was to
literally translate the sentences. Thus, they used the Arabic word order in their English
translations. This error, the researcher observed, is of a high frequency of occurrence in
students’ writing in general though they have been introduced to word order at an early stage
of foreign language learning. The third example illustrates a misuse of the adverb “earlier”

which, once again, was translated literally from the original text « (glw <dg 4",

c.Article
Misuse of article
Definite and indefinite articles are one of the most difficult grammatical aspects for

EFL students. Celce- Murcia and Larsen-Freeman (1999:87) note that:

“Articles are believed to be a source of difficulty for both learners and teachers of English as
a second/foreign language, especially for those whose native languages do not have articles

or article-like morphemes which are used in ways that differ from English articles”

Article misuse is another common error that students made in their translations. This

can be clearly shown in the following examples:

1. The processing of information occurs with the intervention of memory which relates the
visual and the hearing effects with an other events we have seen in the past.
A Glaa) ga de gacal) gl A yall i figall Jayy o Jand A1 3 SIA JAE Gl il gleal) Apdlea

raball Ly

The above sentence reveals a misuse of the article ‘an’ with the plural noun “events”
in the sense that the student added the indefinite article ‘an’ where it was not necessary, in

addition to the fact that ‘an’ can be added only to singular nouns. A re-examination of the
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error above indicates that the student used the indefinite article with a definite noun
“events”.This error is due to the first language interference as they were giving the equivalent
native language structure (s <laal ae). In fact, the article system in Arabic is similar to that
of English in terms of meaning. However, these two systems are highly different in from. This
type of errors may also be the result of the students’ inadequate knowledge of the article

system of the target language.

Omission of article (indicated by the X symbol)

1.The observer of the exam can watch all X computer screens that the examiners are using.
Oaiadl () gadiial) Lgardioy Al 5 gaall) CLELE aran Bl (laliadll ) pal (Say

2. The first use of the technology in an official exam is X very important event in Scotland.

JUlCu) ALl e Bt g ey lata) A L glisill aladin) J sl

The student in these examples omitted the definite article “zhe”and the indefinite
article “a” before the words “computer ’and the adverb “very”, which modifies the adjective
“important”. This means that he/she may not know when and when not to use articles. This
error may occur due to the students’ poor knowledge of the English article system, which is
different from that of their native language as well as the negative transfer of their native

language itself.

Addition of articles
The first use of the technology in an official exam is X very important event in Scotland.
Sl 8 dpaal) A8 B Biaa gh ey Gladia) (8 L pHSHl aladi o)
The student added the definite article “the” to the word “technology”, which is a

representative of a class of tools, materials and systems. This student made an analogy of the
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Arabic word and its equivalent in English (technology), which was written with the definite
article “JJ”. The student’s failure to understand the use of article may be related to the effect
of their native language, whose system of articles is different from that of the foreign

language.

d. Conjunctions
Addition of conjunctions
1. The exam observer can watch all the computer screens that students use for the exam and
this to ensure the fairness of the exam results and to avoid any cases of cheating.
Ulae Gladal dld 5 cladadld ¢ gadiiall Lgasdion il 5 garall) ClLALE aran BaaLEa Glaiadll ) pal (Say
e e A adal g gililll
2. 120 Scottish students will pass the exam of Biotechnology in different schools with
questions of multiple answers and that on computers connected to the internet.
AL o gl Ailida 120 (B Lm sl al) Lin 51330 Bl (b Cliaal] Ay ) (ha 13al5 120 g

Senasli 3 3gal e Gl g cilladl) faseia

In both examples, the student added the coordinating conjunction “and” where it was
not necessary. This illustrates a word-for- word translation technique which was used by the

student, a reason that this kind of grammatical errors was recurrent in other translations.

e. Prepositions
Inappropriate choice of preposition
1.120 students from Scotland will pass the exam of Biotechnology in different schools with

the form of questions of multiple answers.
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ALiad o gl dalida G jlaa A 4o ol gl i o1 9IS Bala (8 Clliafabl Al ALY (ha 1 sali 120 o g8
sl 3 3gal Jo dlld g cililadll sasmia
3. This tool can be used to connect to the skype program by your PC.
A i gaaaS Ao SKype Juaill gali Ao Jua sl 31531 028 aladind) (iSay

4. Their response was great with this process. Aoleall aa il agaglad S 3B

The misuse of prepositions is a very common error that students made in their
translations. Most of these errors were caused by interference from Arabic. Not all the
prepositions in Arabic have their equivalents in English. The students who made these errors
were likely influenced by their native language in that they translated the prepositions literally
from Arabic into English, such as in the use of ‘with’, ‘by’, ‘with’ respectively in examplesl,
2, 3 instead of ‘in’, ‘on’, ‘towards’. Moreover, the addition of the preposition ‘of” in the first
example reflects the students’ lack of linguistic competence that enables them to form a
meaningful and correct phrase such as“in the form of multiple-answer questions” instead of

“with the form of questions of multiple answers”.

Addition of prepositions
1. We have done an experiment with a number of students in earlier.

.&Méﬁj‘éﬁcﬂu&yﬂwm‘&adme‘,u%ﬁm.

Some students added the preposition “in” before the adverb “early” because of the

word-for-word translation from Arabic into English that they have performed.

Omission of prepositions
1. It can also record a video X no more than 30 seconds.
AE 30 oo 1Y adliay gaad y geall L) (Say

1. It can also store X thousand mp3 songs.

173



MP3 55 e il i) Qs La 0 A OSa

In the examples 1and 2, the students omitted the prepositions ‘of” and ‘of about’ which
occurred, due possibly to their lack of prepositional knowledge in English in addition to the
influence of Arabic in that the student translated the first sentence literally from Arabic into

English “4:ti 30 ¢e 235 Y”,

f. Pronouns
Addition of Pronouns
1. This phenomenon it is only the processing of information that occurs through the
intervention of the memory which connect the visual or the audio effects with other events we
saw them or the brain tries to imagine them before it sees them.
a As gamall i 43 pall il Jigal) Jayy o Jaxti A1 3 SIAN JAa daaal cila glaall dadlaa ) ala 3 AU o2

Lot Ly JB Lehdls A glacay fladll ald i pualall & WL g AT &ilaal

In the example above, the student added the pronouns written in bold where it was not

necessary due to literal translation from Arabic into English.

Misuse of pronouns
1. It is related to the way our brain processes the information which he had received.
ALl ) il ghal) UL L gellay (Al Ay plaly iy g
2. The brain didn’t treat him in the same moment.
ABall) e 8 dallay ol flaal)
3. The brain has predicted all these factors, which led him create this special feeling.

Lol il il GIA L) Ay (531 Laa Wia $ladl) Lgad g Jal gall o34 JS
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The examples above illustrate the misuse of the pronouns in that students used the
third person personal pronoun “he”, “him” to refer to non-human (the brain), which should
be referred to as ‘it’.

Omission of pronouns
1. Psychologists assert that X has nothing to do with supernatural phenomena.
Aagdall 43 A0 a0 Al Al ABMe ¥ o (0988 s (il slale
2. Psychologists call it Déja vu (I have seen X) or Deja vécu (I lived X before).
(S (e 43de ) DéjA VECU $) (J8 (e Al ) DEjA VU A gansy i) slale
Students omitted the pronoun ‘it’ in the two sentences above. This type of errors may

occur due to the students’ inability to find equivalent translation to this pronoun in English.

g. Relative pronouns

The Inappropriate choice of relative pronoun

1. This discovery was done through experiments who have been done on mice.

A o Leles & qlad Adad gy GLEISIU 138 L) Jaa gl o3

Using of the relative pronoun “who” instead of the pronoun “that” in the above

example reveals the influence of the first language on the students’ translations.

h. Subject-verb agreement

This is one of the most common errors made by students, which occurs when the
subject does not agree with the verb in terms of number and person. In Arabic, the subject
agrees with the verb in gender, number and person. Below are some examples that illustrate

this type of errors identified from the students’ translations:
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1. The brain do not work like a machine. A Jary Y Elal)
2. (..) things that is around us. L Aaaall el gad)

3. It is related to the way our brain treat the information which it receive.
Al A Cila glral) Uislad Lgod mllay Al 48y jhally Jadi ja g4

4. The process depend on what we have seen. Ll Le o aatiad Llant)

In the examples 1, 3. and 4 , the students omitted the “s” at the end of the verbs
conjugated with the third person singular “do not”, “treat, receive” and “depend” while they
used the singular form of the verb “to be” with the plural noun “things”. The possible reason

"
S

why students used “s” after the plural form of verb and omitted the at the end of singular
form of verbs was likely due to the overgeneralization of the rule of plurality which involves
adding the plural marker “s” with the plural form and omitting it with the singular form.
However, this rule has to do with nouns, not verbs. Clearly, students seemed confused
between the rule of plurality in nouns and the third person “s” with the singular form of verbs.
In addition, some of them may be influenced by Arabic plurality that involves adding the

plural marker to verbs where the subject is plural. This is one case where the students’ native

language affects the use of English grammar.

i. Verbs
Omission of auxiliary
1. The exam observer can watch all the computer screens that X used by the students.

Saiadd ¢ gasiial) Lgaddiy Al 5 gaaall) CLELE aaas BaLEa Glaladl) ) jal (Say

Inappropriate choice of tense

1. We weren’t never in that place before.
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S el Glsal) dlld B oS o
2. ltis related to the way our brain treats the information which it had received.

AL (A s haal) U Lad g gellny Al Ay phlly Jai 3o g

3. Collela adds, “We have experiments with a number of students who will pass the exam”.

' llatiaMl cpaatiial) (e 238 pa o lady Uiad 38 1Y Gl DU oS

Misplacement of the auxiliary
1. For the first time, will be the exam organized on the computer.
Sgnasl) o dalile clatial) dles (oS b e J Y

2. The brain predicts what can we see. L1550 S La gy Eladl) a gy

The findings show that most of the students’ errors are related to verb tense and form.
Third year students, though they have been studying English for seven years, still find
difficulties with how and when to use tenses in English. The types of errors drawn from
students’ translations are those related to the omission of auxiliaries, misplacement of
auxiliaries, and inappropriate choice of tenses. Some errors may be justified by the
incomprehensibility of grammar rules whereas others may have occurred due to the
complexity of the verb tense and form. Unlike English, Arabic, it should be noted, has three
tenses only. Some English verb tenses, such as the simple past tense, the future simple tense,
the past perfect, present perfect and even the present simple tense, were not used correctly

because of both the students’ confusion between tenses and first language interference.
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5.2.1.3. Syntactic errors

The findings summarize the different types of syntactic errors in the students’
translations which were related to phrase, clause and sentence. Examples of these errors will

be classified and discussed below.

a. Phrase structure
Inappropriate phrase construction
1. Before arrive .............. o g g
2. Beforeseen.................. o Ay dd
3. We can see the white color on the walls and in the clothing workers in the hospital.
il (8 cplalall (udla (B g Gl paal) e ) g slll 83 Liiay
3. The first using of technology in an official exam is a very important event in  Scotland.

SN B Al e A diaa b ey Cladial (B L LSl aladiia J

The syntactic errors made in the first and the second example resulted in an
inappropriate phrase construction as the students used the verb “arrive” and the past
participle “seen “after the adverb “before” instead of using the gerund form of both verbs. As
to example 3, and 4, the students could not construct correct phrases due possibly to the lack

of linguistic competence as well as to the literal translation (example3) they have performed.

Misordering
1. The exam observer will watch all the screens computers.
Sadadd ¢ gasiiall Lgaddig Al 5 gaaall) CLELE aaas BbLE Glaladl) ) jal (Say

2. The GPS mentioned is available.
A5 sSiall GPS J) Jga

178



3. When we see the event for the second time after minutes few, the brain remembers the
last experience.

AR A Bladl € S o I, S A 5 jall £ B 13 5 Latie

Third year students, in an attempt to keep the meaning of the original text, made
considerable errors in word order, especially in the placement of adjectives and quantifiers in
English. The examples above show that the students were confused between the Arabic
phrase structure and the English phrase structure. Thus, they used their first language in
producing these sentences. Unlike in English, the adjective and the quantifier follow the noun
in Arabic. The second and the third example can best illustrate this confusion. The first

example shows a clear evidence of first language transfer in word order (el <ildild) |

b.Clause structure
Addition of subject/object
1. This phenomenon it is only the process of information.
il glrall Apllae dlas ) AL 3 Al o2a
2. The first use of technology in an official exam it‘s a very important event in Scotland.
Jalisu) B cilladay) Ldae Enaat B Lad b A Gas o ey Oladial B L ol g3l aladiad Jgf
3. In other cases, we find that the process depends on what we see it quickly.

L IS o) 4 La o aaiad laal) ¢ aad 5 Al s B

Once again, first language transfer can be shown in the three clauses taken from the
students’ translations. The addition of the subject “it” in the first and the second example as
well as the object “iz” in the last example clarifies the extent to which students were

influenced by their native language to the point that they used its structure when translating.
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In English, there is no need to repeat the subject as in example 1 where the student added
“it”, the equivalent of "~2", which is needed in the Arabic text.
Inappropriate clause construction
1. Astrange feeling we feel it when we enter a particular place.
O Ol Uil gda alie Ul cu £ )90
2. 120 students from Scotland will get on exams of Biotechnology.
A gl gl L ol il Bala b cililasiadl pailly JailiCu) ¢pa 1 sali 120 a gl

3. The brain not work like a machine. ANS Jary ¥ Eladl

Such a syntactic error occurs when the student fails in building a clause that fits the
conventions of English syntax either by choosing a structure that, though its word order is
correct, does not convey the message of the original text or using a correct structure but with
the wrong word order. In the three examples, the students used an inappropriate clause
structure according to English syntax due to their word-for-word translation which is best

illustrated in the third example (U< Jaay ¥ ¢ Laall),

Misordering
1. The pharaohs made a strong, central government and stable.
B e g 4 6B 438 pa da g8 gLl dic) i) o8
2. Why the pyramids had been built?
Slal AY) gLy Al falal
3. For example, immediately we feel that we have seen it.

Ay W e B A0) 4l Jo pls
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The examples above show the students’ failure in ordering the adjectives correctly,
placing the adverb after the subject and before the verb, and his incomprehensibility of the
question word order. Such errors were very common in the students’ translations as well as in
their writing assignments in general. These errors were the result of the students’ lack of
knowledge of language rules such as those of forming questions in English as well as to first

language transfer.

Omission of the main verb
1. In other cases, we found that the operation X what we have seen quickly.
s S o) e o aaiad Al o an 5 AT cila
2. ltis related to the way our brain X the information which it receives.
Al () la gl U Laa L llay ) 4l It o g
In the examples 1 and 2, the main verbs “relies on” and “processes” were respectively
skipped .This may reflect the students’ inability to translate both verbs into English due to

their poor linguistic competence.

Omission of subject
1. The psychologists call it Déja vu (X saw it before) or Déja vécu (X lived it before).
(S (e 43de) DEjA VU (S (e 43i))) DEJA VECU 4 gamsy (il slale
2. They assert that X has nothing to do with supernatural phenomena.
Aol 43 AN ja) gl aa (DY) o A ABe Y o ¢ 98

The subjects “I” and “it” respectively were omitted in both sentences land 2. The
influence of the source text language seems to result in the students’ ignorance of the need to
locate the subjects in their translations. In fact, in Arabic, there is no need to add the subject”

L to the verbs “<w/,”or “<uie” as the verbs themselves are expressive.
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c. Sentence structure

Inappropriate choice of subject/object

1. The brain is not like a machine as we know. He, before arriving to a place or seeing an

event, can expect what we can see.

oS La @55 gy la ian Ay 0 5l La 0iSa () Jpuagl OB sgd e ol g sgrhally A0S Jary Y Lol
A O

2. The brain did not treat him in the same moment because it didn’t consider him an

important detail.

Aalgd) Jualdil) (e o i) aded AB3all) <l B dpllay al £ Laal)

One of the most common errors that students committed is the inappropriate choice of
subject and object. In the first example, the pronoun “ke “was used to refer to a non-human
instead of the pronoun “i¢”. This may be related to the source language, Arabic, in which the
pronoun “_”, which is the equivalent of “A4e” in English is used for both human and non-
human objects. As to the second example, the student did not select the appropriate object
pronoun to refer to “what has been seen”, he rather used the object pronoun that refers to a

person. Once again, this error occurred because of the influence of students’ native language.

Inappropriate combination of the subject and the passive verb
1. Why was pyramids built and how it had been built?
A gy Al S SlalaY) sl A )3l
In the above sentence, the student failed in accurately combining the subject which is
in the plural form “Pyramids "with the verb “to be” that has been conjugated with the third
person singular. Besides, the student referred to the subject by using “it” which reflects the

€6 o

word “<iLe/ 4 ¥/ in the source text with which a singular form of the verb to be is used with it
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“cil€” These errors occurred due to the considerable influence of Arabic in that the students

translated the above sentence literally into English.

Inappropriate combination of two or more clauses
1. The exam observer sees all computer screens used by applicants for the exam and to
ensure the fairness of the results from cases of cheating.
Ulae Gladal dld 5 cladadld ¢ gadiial) Lgasiion il 5 garall) ClLALE aran BaaLEa (laiadll ) pal (Say
G e A adal g il

2. This phenomenon is just a result of information treatment in the memory works with
visual effects or audio effects with other facts we had in the past or our brain tried to
imagine before seeing it.

a As gamall gl 43 pall il Jigal) Jayy o Jati Al B SIAN JAa diaal cila glaall dadlaa ) ala 3 AU o2

e Uiy 8 el A glaay éLA.ﬁ\ ?@ 9 (alall ‘BAIAL\.J\J G AT &laal

In the first sentence, the student failed to combine the two sentences appropriately in
the sense that he used the coordinating conjunction “and” to link them instead of using an
accurate connector to have a meaningful sentence. He could simply omit the conjunction
“and” to have a correctly combination of the two clauses. As to the second example, the
sentence looks ambiguous in that the target reader may not understand what the verb “works”
refers to. In fact, this verb refers to the memory. Clearly, there is a need for a relative pronoun
“that” which should precede the verb “works” to make this sentence meaningful. It should be
noted that the focus in this example was on the inappropriate combination of the two clauses.
Thus, no attention is paid to other types of errors that this translated sentence contains. Literal

translation is again the source of the above errors.
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Misordering
1. How they had been built? a5l ol s

2. All these factors predicted in advance the brain.  .ila flaal) Lgad g Jal gall 038 JS

In the above-mentioned examples, words in both sentences were incorrectly placed.
The subject precedes the verb in the question above and this represents a misordering error. It
may have occurred because of the student’s incomprehensibility of the question word order.
Another error of this type occurred in the second example where the student suggested word-
for word translation of the source text. As shown above, the structure of the second sentence
is not SVO, which reflects the effect of the first language on the students’ inability to produce

accurately ordered sentences.

5.2.2. Translation Errors

The main types of translation errors found in the students’ translations will be
discussed below. The author of this thesis has chosen some examples associated to each error
type though these errors may be classified in other categories. This description is based on the
author’s explanation of errors that may be subjective though some research has been done in

this respect before analyzing such errors.

5.2.2.1. Pragmatic Errors

Pragmatics is defined as “the study of meaning as communicated by a speaker (or
writer) and interpreted by a listener (or reader)” Yule (1996:3). It is, consequently, related to
the meaning of utterances in accordance with the purposes and the contextual elements

surrounding them. Similarly, Leech (1974:141) refers to it as the connotative meaning which
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is associated with the communicative value of an expression rather than its conceptual

meaning. So, this study has to do with the speaker’s meaning.

It is not an easy task to detect pragmatic errors in translation. This being said, one
should first emphasize the cultural context that surrounds the source text and match it to that
of the target text. Factors such as the writer or the speaker’s intentions, where, when and
under which conditions a particular source text has been produced should be taken into
account. In addition to these factors, translators should be aware of several pragmatic aspects
such as speech acts (acts of communication that perform particular functions) (Austin, 1962;
Searle, 1979), implicatures (the inferred meanings from utterances), Grice’s (1975) four
maxims that people should follow to have efficient conversations (quality, quantity, relation
and manner) and so on. Translation errors occur due mainly to the pragmatic differences
between the source and the target language. Hatim and Mason (1991) assert that for the
translator to end up with a better translation, he should create the same pragmatic effect of the
source text on the target text. In this case study, the pragmatic differences between the source
language (Arabic) and the target language (English) led third year foreign languages students
to commit different errors of this category due to different reasons such as their unawareness
of the importance of context or rather the pragmatic aspect in translation and, possibly, the
lack of pragmatic knowledge of the source and/ or the target language. The current thesis
discusses some pragmatic errors as part of translation errors students made in their translated
texts. Consequently, there is no emphasis on the aspects of pragmatics in this discussion but
on the role of context that was neglected by students in their translations. Some errors are

discussed below:

1. The exam observer can see all the computer screens used by the students in order to

ensure the fairness of the results from any cases of fraud.
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Alae Gladal dld 5 cladadld ¢ gadiiall Lgasdion Al 5 garall) ClLELE aran BaaLEa (laiadll ) pal (Say

G e A adal g il

In this example, the student’s use of the word ‘fraud’ seems ambiguous according to
the context in which the original utterance has been used. He/she did not create a pragmatic
equivalence between the source and the target text as he/she did not try to meet the target
reader’s comprehension needs. The student could achieve such needs by taking into account
the pragmatic factors surrounding the source text and using them when translating into the
target language. Though the role of context in which the source text has been produced is of
considerable importance in this respect, the student did not pay any attention to it. Thus,
he/she ended up with a translation that did not have the same impression the Arabic text
writer had on his readers. Though it can be semantically acceptable in another context, the
student should not use the word ‘fraud’, which means ‘a wrongful or criminal deception
intended to result in financial or personal gain’ ( Oxford dictionary of English). He/ she could
instead use the word “cheating” which is appropriate to the context of school exams. All that
the student did was to transfer the linguistic meaning of the utterance from Arabic regardless
of the cultural differences between both languages. Clearly, the lack of pragmatic knowledge
and the neglect of context when translating resulted in such kind of errors made by some third

year foreign languages students.

2. They assert that it has nothing to do with natural or metaphysical phenomena. It is related
to the way which cures our brain.

Example 2 represents some students’ translation of the Arabic sentence: 4% ¥ &) (193839

il glaal) USLad Lo ety A1) A8, el Jai ja 9gd Ay Judlinal) g) 43 LA a1 ghal) aa (YY) o 4
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These students did not succeed in finding a correct equivalent of the source text in the
target language. The target reader may think that the context of the sentence is related to the
field of medicine due to the use of the noun phrase “the way which cures our brain’.
Consequently, he/ she will be confused as he/she may , unsurprisingly, fail in making the link
between what has been said before and what is said after this phrase. This ambiguity is
resulted from the students’ ignorance of the contextual elements that surround the source text,
to which more attention should be paid. Besides, the purely word-for word translation which
reflects the students’ focus on the linguistic elements, without taking account the functions

they serve, is considered the main reason behind the occurrence of such kind of errors.

5.2.2.2. Omission of some parts of the source text
This type of errors occurs when the translator makes some translation shifts such as
skipping a part of the source text for some reasons that may be related to the clarification or
simplification of the text linguistic structure which makes it more readable. This particular
process can cause some errors that affect the meaning of the original. This thesis addresses the
students’ errors that involve the omission of some parts of the source text not due to, as
mentioned before, simplification of the text linguistic structure, but because some parts were
difficult to be understood or translated. Most of the time, some words are intentionally
omitted because of the students’ inability to find appropriate equivalents in the target
language. Here are some examples of some parts that were omitted in the collected
translations:
....... (il alina 8 ardiial) jghaall dadly ]
............ (8 ggrall Lguwdlay Liala) jali duda jaa 2
....... (A Al Aualdl) A i) Ao gamual) of A3 sal) @l figall gy Jo Jaai 3

Eladl) (oa Al Aibaial) uddl b 292 5a sShal) GPSY) Slgad 4
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The omission of these parts that are taken from different text translations can affect the
target readers’ comprehension since all the sentences include some contextual elements that
are needed for the texts to be better translated, particularly in the third example where the
omitted sentence explains how the memory really works to process information. In fact,
sentences 3 and 4 contain significant information that students thought redundant and could
be omitted. Another possible reason behind the occurrence of these errors may be related to
the fact that students, due to their lack of linguistic competence, failed in finding the

appropriate words in the target language and intentionally skipped them in their translations.

5.2.2.3. Too literal translation

Most of the students who participated in this study made this type of errors which refers
to word-for-word translation of the source text rather than sentence translation. The act of
translating, in this respect, involves going beyond the mere surface structure and taking into
account the pragmatic aspect of the text which helps in obtaining an accurate rendition of the
original message. Many errors of this type were made by students some of which are

discussed below:

1. It is linked to the way our brain fixes the information which comes to it.
i ALl ) il ghal) LB L L gellay () Ayl iy g
2. Comes the phone with unusual colours.
Aol 8 ) slly g 138
3. 120 students from Scotland will progress to the exam of Biotechnology.
A ol gl L ot il Bala (b cililatiadld pufilly il (e 2sali 120 o ghaw

4. A strange feeling we feel it when we enter a particular place.
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O Ol Uil gda alie LUy cu £ )0

The examples above show students’ translations of some parts of the texts introduced
to them in Arabic. The general impression that the target reader may have is that these
translations are unnatural and do not respect the target language conventions, especially word
order. Besides, words are combined together to serve communicative functions. Thus, any
attempt to translate words of a particular source text in isolation will result in strange and
inaccurate translation as illustrated in the examples above. Clearly, no attention was paid to
the context in which the utterances occurred or their co-text (which refers to the linguistic
environment which surrounds a word) which helps, to a large extent, limiting the sets of

translation possibilities that a word may have.

5.2.2.4. Wrong lexical choice

This error occurs when the students fail in selecting the most appropriate word among
the range of possibly similar but not interchangeable words that may exist in the target
language. Though no method of translation was determined for the students in the sense that
they had access to dictionaries and online translation aids, they showed some weaknesses in

choosing the adequate equivalent of the source text such as in the following example:

1. The brain reminds the last experience.
ARl 4l flaal) as iy
2. The exam observer can watch all the computer screens students used in the exam to
ensure the fairness of the results from any cases of fraud.
Olasal lh g laiadd ¢ gadiial) Lgaddiey Al 5 gaaall) GLELE auan 3L (lala) ) ol (Say

O a4 adal, g gilidl) Ao
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As indicated in examples 1 and 2, the students made substantial errors of this type in
their translations where they could not select the appropriate word especially among many
synonyms or words of similar meaning. The verb “reminds” is inaccurately used in the first
example to mean &_siw in Arabic, which is not the appropriate equivalent. In the second
example, the student used the word ‘“fraud”, which is one of the good examples of
inappropriate lexical choice to mean “cheating”. Such kind of errors was committed because

of the students’ lack of linguistic competence.

Conclusion

As shown in the discussion above, this chapter was devoted to the analysis of the
questionnaire findings that were divided into two parts. The first part was designed to explore
the teachers’ attitudes towards translation in an EFL context in general. The second part was
particularly devoted to investigating their responses towards the use of translation to improve
students’ writing skill. The findings showed that teachers generally had positive attitudes
towards using translation in EFL classroom, but they did not know when and how this
teaching tool can be used. The teachers’ responses were illustrated through pie graphs. The
second source of data was the students’ translation of different texts from Arabic into English.
This chapter summarized students’ errors and classified them according to Na Pham’s (2005)
taxonomy of errors. The error analysis model used by the author was that of Corder (1967).
This Chapter also discussed the most illustrative examples from the students’ translations to
analyse the significant kinds of errors they made. In this respect, data showed that students
committed linguistic as well as translation errors. Comprehension errors ,which occurred
when students misread or misunderstood a word or structure in the source text and came up

with a wrong translation in the target language, were not found due possibly to the fact that
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third year foreign languages students translated texts from their native language (Arabic) into
English. Linguistic errors (morphological errors, grammatical errors, syntactic errors) along
with translation errors (pragmatic errors, omission of some parts of the source text, literal
translation errors and wrong lexical choice errors) were discussed through examples taken

from the students’ translated texts.
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CHAPTER SIX: CONCLUSIONS AND RECOMMENDATIONS

Introduction

This chapter provides a summary of the findings and the conclusions drawn from the
last two chapters. The first part of the practical study has dealt with the analysis of the
questionnaire addressed to secondary school teachers to explore their attitudes towards the use
of translation as a pedagogical aid in the EFL classroom in general and its role in enhancing
the students’ writing skill in particular. To tackle this point, sixty five (65) secondary school
teachers have participated in a questionnaire that was divided into two parts the first of which
aimed at answering the following question: What are the teachers’ attitudes towards the use

of translation is EFL classroom?

6.1. General Findings and Conclusions

The examination of the teachers’ questionnaire shows that the majority of teachers
(88%) reported using translation, which they considered an important pedagogical resource
that could improve EFL learning. However, some of them noted that some inspectors did not
permit its use in the EFL classroom, justifying their position by the overuse of translation on

the part of inexperienced teachers at the expense of the use of English.

The majority of teachers agreed that translation was an unavoidable activity in
teaching English as a foreign language. In fact, they believed that translation was a natural
phenomenon (as in Danchev, 1982; Leonardi, 2011) that caused no harm to foreign language
learning. Half of them reported being confident and comfortable when integrating translation
in their daily teaching practice. However, others had a negative view of the notion of

confidence while using translation considering it an indicator of the teacher’s lack of
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competence. Thus, they would strongly support a monolingual method of teaching English
particularly when teaching students with a high level of language proficiency. Though the
Ministry of Education has issued a decree in July, 2010 allowing and promoting the use of
pedagogical translation on account of its relevance to improving EFL learning, some teachers
were still hesitant about the extent of translation use in their classrooms. This was largely due
to the reservation expressed by inspectors as to the use of translation, a position which
considerably encouraged English-only teaching. Half of the teachers who participated in this
study supported the daily use of translation at certain points in the lesson (as in Fernandez

Guerra, 2014).

The vast majority of teachers reported that their students enjoyed learning when they
integrated translation in their EFL classroom as it helped them understand the teaching
material. Consequently, students would be able to participate in the different classroom
practices either individually, in pairs, or in groups (as in Carreres, 2006), creating and
maintaining a good peer relationship due to the healthy classroom atmosphere and the
familiarity students would feel when their teachers made use of their native language in the
foreign language classroom. The second part of the questionnaire sought to address the
usefulness of translation in developing students’ writing skill. Some conclusions are

summarized as follows:

Half of the teachers who participated in this study believed that translation was a valid
and an effective instrument of instruction. These teachers seemed receptive to the new
approach that attempts to restore translation in language teaching. Translation, they believed,
saved time and facilitated their teaching tasks as it helped learners to grasp the difficult parts
in the lesson quickly and in an explicit manner, which not only allowed for a conscious
learning of the foreign language but also helped students assess whether or not their

comprehension was correct as many studies suggested (Shiyab and Abdullateef, 2001,
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Schéffner, 1998). However, other teachers thought that the use of translation in conveying
instruction could increase the amount of the first language use, Arabic in this case, and reduce
the students’ exposure to the foreign language. What needs to be said, however, is that a
problem of this nature may not occur if translation is used judiciously and purposefully in

English classes and is based on a good planning on the teachers’ part.

The majority of participating teachers reported the effectiveness of translation in
explaining new vocabulary related to the unit they were teaching, as confirmed by Carreres
(2006), which gave the students’ writing some stylistic richness. Writing tasks introduced to
third year students were all related to the different sequences that made up the teaching unit
that revolved around one particular theme. It should be noted that the range of vocabulary
taught in the different units covered during the school year would be tested in the
Baccalaureate exam in the form of two suggested writing topics. For this reason, any
vocabulary section should be well covered, and whether or not the students understood the

new vocabulary introduced to them would be part of the teachers’ responsibility.

There are clear variations in the teachers’ attitudes towards the relevance of translation
in developing students’ cognitive skills, which are brain-based skills such as analyzing,
critical thinking, interpreting, understanding, sequencing and problem-solving skills. More
than half of the participants agreed that translation helped students develop their cognitive
skills in the sense that it was a mere mental process that required an in-depth study of the
source text. This study, which is based on interpreting, reflecting and contrasting the source
text with the target text, involved high skills of analyzing and critical thinking which allowed
learners to choose an accurate translation from the wide range of possibilities existing in the
target language. The teachers’ possible justification of their viewpoint, in this respect, is
consistent with the findings of many researchers (Duff, 1989; Stibbard, 1994; Leonardi, 2010;

Cook, 2013; Fernandez- Guerra, 2014). Additionally, based on the belief above, more than 60
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% of the participants subscribed to the view that translation from and into students’ own-
language helped them plan, reflect, review and edit their written works using the different

previously mentioned cognitive skills (as in Fernandez-Guerra, 2014)

More than half of the participants subscribed to the view that thinking in the first
language is a natural process that all students go through when writing, irrespective of their
level of proficiency and whether this is allowed or rejected by the teacher ( as in Duff, 1989;
Cook, 2013; Kerr, 2014). Considered as the most preferred language learning strategy (see
Atkinson), translation enabled students to transpose ideas based on their background
knowledge from their native language into the foreign language they were studying while
writing. To put it differently, translation allowed students to direct their thinking about
English during language tasks such as writing (as in Hall & Cook, 2013; Anton and
Dicamilla, 1999: 26 in Hall &Cook, 2013). Besides, the translating process can enrich
students’ schemata as well as their linguistic competence in both their first language and the

target language.

While some teachers disagreed with the idea that translation helped students learn
comparatively and that negative L1 transfer errors could be avoided, most noted that learners
would “automatically” compare both languages as stated by Kavaliauskiené and kaminskiené
(2007) in Fernandez-Guerra (2014). Thus, students’ language awareness, including the
similarities and the differences between the source and the target language, would be
promoted (see Widdowson, 2003) and many errors which occurred due to negative transfer
could be avoided. These teachers seemed to support Kerr’s (2014) view on learning
comparatively as he asserts that the most effective way to deal with negative transfer errors is
to directly compare the source and the target language. The teachers who were not keen about

this idea supported a monolingual approach to teaching English as they were convinced that
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the use of two languages in the classroom would, undoubtedly, lead to negative transfer

which, in turn, would cause errors in writing.

Half of the participating teachers believed that translation made students aware of both
language elements (words) and their functions. In fact, any translating act involves an
appropriate choice of words from the range of possibilities that exist in a language to better
transfer the meaning of the original (as in Duff, 1989). These teachers also reported that
translation could raise the students’ awareness of both coherence and cohesion through
reading the source text and noticing its textual connectivity, an awareness which would be
taken into account when translating into the target language. In an attempt to transfer the
meaning of the original, the student would be interested in the way the source text is
structured and how the ideas are connected. This particular aspect that translation embodies is
a key component in writing. The findings also showed that some teachers disagreed with the
view that translation raised the students’ awareness of both coherence and cohesion. There
were clear differences in the teachers’ views concerning the role of translation, when used
appropriately, in raising the students’ awareness of the different types of styles and registers.
Half of the secondary school teachers who participated in this study believed that the teaching
material that was varied and appropriately selected would certainly include different types of
texts written in different styles and originating from different fields. Being aware of the text
styles and registers reflective of how language is used for communicative purposes would
enrich the students’ lexical knowledge when translation is successfully integrated in the EFL
classroom. It should be noted that some teachers who disagreed with this idea, the author of
this thesis has concluded, regarded translation as a mere code-switching activity that could
never be taught in a systematic and a purposeful way. Thus, they did not consider it effective
in making students aware of the different styles and registers, in particular, and in promoting

foreign language skills in general.
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The last finding was drawn from the open-ended question at the end of the
questionnaire. This question concerned the teachers’ attitudes towards the provision of one
hour to practise some purposeful translation activities in order to consolidate some language
materials. Though the vast majority of teachers agreed that this activity could facilitate
foreign language learning, they suggested different ideas on how and when to practise these
translation activities. Some of them proposed that these translation activities might be given
as homework while others thought that they could be conducted in the EFL classroom itself.
Thus, there was no need to devote an hour to practise them. However, other teachers did not
agree with this view as they did not believe in the relevance of translation in promoting
foreign language learning in the first place. They strongly thought that translation was a time-
consuming activity that deprived students of the chance to use English in the classroom and
called for the use of other teaching tools such as visual aids and dictionaries to convey the
teaching input. Once again, this view confirmed that these teachers saw translation as a form
of code-switching only and not as purposeful and well-designed activities that improve
language skills, especially writing. Their responses also indicated that they had a very
restricted view of translation due mainly to their lack of up-to-date literature and of the
ongoing research that attests to the relevance of translation in the EFL context. Other teachers
viewed that one hour was not sufficient to practise well-planned translation activities as they
felt no guilt to use them in their classrooms. However, many participants reported that
translation activities should be judiciously used to clarify some points in the lesson, especially
the teaching of new vocabulary. In a nutshell, the majority of secondary school teachers
reported that translation played a considerable role in improving foreign language learning
and language skills in general. Their responses to the different statements suggested in the
questionnaire indicate the importance of translation in raising the students’ awareness of the

different aspects of the foreign language that promote the writing skill.
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In an attempt to address the research question related to the usefulness of translation in
enhancing third year foreign languages students’ writing competence and avoid or at least
minimize error occurrence in the future, the author examined the translations of eight different
texts written in Arabic by thirty students from Belaouinet Mohamed secondary school in Sig.
All the students participated in this study and translated the texts with which they were
provided in the classroom. Errors were identified and classified according to their possible
source and analyzed in the previous chapter. These errors were divided into two main types:
linguistic errors and translation errors. Comprehension errors were not detected as the
material introduced to the students was written in their first language. The errors’ frequency
and percentage were not taken into account as the current study focused on the types of errors
occurred in students’ translation as a kind of writing. Besides, much importance was given to
the sources of errors and how translation as a pedagogical activity helped in detecting errors

that deprived students of producing effective pieces of writing.

The study drew the following conclusions:

Among all the types of errors, the grammatical errors were, as it was observed in the
different stages of their analysis, the most common types of errors made by third year
secondary school students, followed by syntactic errors, translation errors and morphological
errors. Some categories of errors, as the findings showed, seemed to lead to a serious
communicative misunderstanding such as syntactic and translation errors. Morphological
errors generally did not affect the meaning of the source text except in some cases where the

student inappropriately constructed the verb forms.

As to the grammatical aspect of the foreign language, students made grammatical
errors in all the word classes. These errors were classified according to the number of the

subcategories each word class included. Errors in verb category that encompassed the
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omission of the auxiliary, the misplacement of the auxiliary and the inappropriate choice of
tense were the most common errors in the students’ translations. Then, errors in the use of
articles included the misuse of the article, its omission or its addition. Evidently, subject-verb
agreement is the third highest error occurrence in the participants’ papers. Students made a
considerable number of errors related to adjectives and adverbs such as the misuse of
adjectives or adverbs and their misplacement. The findings showed that the use of
prepositions was another error that students made abundantly in that they added a preposition,
omitted it or inappropriately chose to use it. Moreover, errors in pronouns were, as the author
observed, were frequent errors that students made either by adding a pronoun, misusing a
pronoun or dropping it in a particular structure. They also made errors in choosing the
appropriate relative pronoun. Thus, they produced inaccurate relative clauses, especially in
the first and the second texts they were provided (see appendix C and D). As the results
indicated, one type of errors that was recurrent in the translation of almost, if not all, the
Arabic texts was the addition of conjunctions, especially the coordinating conjunction “and”

which was, in some cases, used to connect ideas instead of using a subordinating conjunction.

Students encountered problems in writing coherent translated texts in the target
language due, to a large extent, to the syntactic errors they committed, which have been
ranked according to their common occurrence as observed by the author. At a clause level,
these students made the following common errors: addition of subject/object, inappropriate
clause construction, misordering, omission of a main verb and omission of a subject. At a
sentence level, students had problems constructing sentences in an appropriate manner. They
committed errors in choosing the adequate subject or object, inappropriately combined two or
more clauses, in misordering the different parts that built up a sentence and inappropriately

combined subject and passive verbs. At a phrase level, the findings summarized the students’
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errors in this respect. These errors were related to an inappropriate phrase construction and

misordering of the phrase parts.

The morphological errors found in the students’ translations were generally related to

P2

in nouns and the third person “s” in

[YP=21
S

noun class. Students usually omitted the plural marker
verbs conjugated with the pronouns he, she and it. In addition, the inability to correctly form
a verb was another morphological error that many students committed as in the case of the use
of the past participle with modals. In some cases, students added the plural marker “s” to
words that did not take the plural form, such as the word information. The last ranked error
among the morphological errors was that of the incorrect use of the possessive case where

students forgot to put the possessive indicator with persons and added it with objects.

As far as translation errors are concerned, students committed a significant number of
literal translations in the sense that they used a word-for-word translation instead of a
sentence translation, neglecting, therefore, the role of context and the pragmatic aspect of the
source text, which would have enabled students to come up with an accurate rendition of the
original meaning. The second ranked type of translation errors made by students was
pragmatic errors, which occurred due to the students’ lack of pragmatic knowledge as well as
their unawareness of the role of context in translation. Finally, third year students skipped
some parts of the source text in the process because of their inability to render them into the

target language or overlooked these parts, especially in some scientific texts.

6.2. The Causes of Students’ Errors in Translation as Rewriting

Based on the findings of the current study, it can be said that the errors made by third
year foreign languages students committed were mainly due to L1 transfer, weakness in

English writing skill, lack of writing practice, lack of linguistic competence and unawareness
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of the role of context in translation. As illustrated in the previous chapter, students committed
errors due to their native language transfer, which could influence every aspect of the foreign
language they were learning, such as syntax, semantics, and morphology. Thus, students'
translated texts were highly influenced by such transfer, which students considered as a
cognitive strategy that they referred back to when they failed in achieving their
communicative ends. The data obtained from the students’ texts showed that there was clear
evidence of a lack of basic writing skill because of the kinds of errors committed in these
translations. The lack of linguistic competence, insufficient writing practice, and the teaching
method adopted by teachers who did not try to espouse new techniques to teach writing were
the main reasons behind such deficiencies. Besides, students made errors due to their inability
to apply the knowledge of English grammar they were taught, either because of the lack of
practice or their miscomprehension of language rules. Consequently, they translated words
rather than sentences and emphasized the semantic meaning at the detriment of the pragmatic

meaning.

6.3. Recommendations

Drawing on the findings obtained from the questionnaire addressed to secondary
school teachers as well as from the analysis of the students’ translations, some
recommendations are put forward in order to develop the writing skill, still perceived as an
elusive, demanding skill, and to give some general guidelines to overcome the students’
weaknesses in writing based on the errors they committed and the nature of their occurrence.
The study shows the importance of error analysis in identifying the problematic areas of
language that need to be treated. Thus, teachers should be familiar with this aspect of teaching

and know that errors can be used as a feedback that informs them about the effectiveness of
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their teaching techniques and their learning objectives (or their lack for that matter), and about
the areas that have not been adequately taught or learnt in the syllabus, and ultimately informs

them about the need for a revision of the syllabus itself.

Secondary school teachers should give much importance to writing by reconsidering
the way this skill is taught under an educational system that is typically exam—oriented and
heavily focused on grammar at the expense of other language skills. This relegates the writing
skill to a secondary position though it encapsulates all the aspects studied in the teaching unit,
such as the linguistic knowledge, vocabulary, syntactic patterns and grammar components. In
fact, writing requires a special attention due to its demanding nature. Students should be
capable of generating data related to the topic they are required to write about based on their
knowledge of the world and be able to link them using the appropriate cohesive devices and
rhetorical patterns in order for their composition to be coherent and understood. Such abilities
require more practice on the students’ part in the form of well-designed assignments to be

given to them as homework and as in-class activities.

Translation activities, as this thesis attempts to assert, are not only effective in raising
students’ awareness of the abilities required for the writing skills discussed above, but they
also make them aware of the kind of errors that deprive them of producing good
compositions. Consequently, teachers should integrate translation activities in teaching
English language in general and the writing skill in particular. They should collaborate to
improve and vary teaching methods for writing and translation. The Ministry of Education
had high expectations, yet to be materialized, that students should be able to write effective
compositions of different types of discourse. It is high time teachers thought of other useful

strategies to solve the students’ deficiencies in writing.
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Though the Ministry issued a decree in July 2010 allowing and promoting teachers to
make use of pedagogical translation to foster EFL learning, these teachers did not heed much
the necessity to include translation in their classes. In this case, English syllabus designers
should reconsider and evaluate the teaching of writing, plan learning outcomes that match the
kind of material provided to teach writing and the way writing lessons are introduced in the
textbook, particularly that many inexperienced teachers, and even some experienced ones,
seem to adopt a subservient attitude to already planned writing lessons in their textbooks to
the extent that they apply them without taking into account their students’ limited knowledge
of language and poor writing skill. This is one of the reasons that lead students to feel
disconnected from the subject and to produce poor compositions. Translation is one of the
new effective teaching tools that could enhance the teaching of writing as translation is in
itself a kind of writing that is meant to reproduce the meaning of the original text in a style
reflective of the writing conventions of the target language. On these grounds, teachers should
be savvy about to the importance of translation and try to integrate it purposefully in their

writing classes.

How can translation be integrated to improve students’ writing skill and facilitate the
teacher’s task? This is a legitimate question that many teachers may ask in this respect. A
number of scholars (Duff, 1989; Leonardi, 2010; Cook, 2013: Kerr, 2014; Fernandez- Guerra,
2014) suggest guidelines on how to successfully use translation activities to enhance their
students’ language skills, particularly their writing skills. Teachers should carefully select
texts and passages of different types, styles, contexts and registers. In order to save time and
consolidate what has been taught in the previous sequences of the syllabus, the material
introduced in translation activities should preferably be related to the themes of the teaching
units in the practical part conducted with third year foreign languages students to familiarize

them with the subject. In addition, the suggested material should be interesting, clear and easy
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to translate in order to match the students’ level of proficiency. In this regard, particular
attention should be paid to the selection of the material for translation in terms of length and
complexity in that it should not be too long or too complex for the students’ grasp. The
material should also cover different aspects of language (grammar, register, stylistic variety)

that contribute to improving the students’ writing skill.

Before applying translation activities, teachers have to consider a variety of factors
beside their students’ level of proficiency. The translation combination (whether it is from L1
to L2 or vice versa), the time allocated to the translation activity, and the class size are also
worthy of consideration (see Leonardi, 2010: 87). It should be noted that translation activities,
if they are varied, could be appropriate for all types of learners, but always in function of their
level of proficiency in English. They can be very stimulating and motivating if they are

correctly employed and well designed to achieve specific learning aims.

Translation should not be associated with the Grammar-Translation method. It is
rather a successfully tested pedagogical tool that can be a support for the writing skill,
especially for intermediate and low level learners as in the case of secondary school students.
Therefore, teachers should plan for and encourage pair and team work in order for students to
exchange and compare their ideas with those of their classmates. Furthermore, group work
can motivate students to be engaged in discussion and enable them to review their choices and

correct each other’s errors.

Finally, an important question heavily and legitimately imposes itself in this respect.
How can a teacher who does not share his students’ first language integrate translation in his
English classes? Some scholars, mainly Kerr (2014), have faced this interesting though
cumbersome issue. Kerr attempts, as it has previously been mentioned in the literature review,

to address this question by identifying different types of classes (type A, B, C) as mentioned
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in Chapter 4, with a few examples about multilingual contexts where more than two native
languages coexist in the classroom. In the line of this classification, Kerr proposes different
types of activities that may effectively be used for each type of class. In the case of a teacher
being a native speaker of English who cannot use any language other than his own, engaged
with students sharing a native language, most commonly the language of schooling itself,
activities and guidelines are proposed by Kerr to make a better use of translation in learning
the foreign language ( see Kerr, 2014; 11). In the same vein, Cook (2010) attempts to
overcome this problem by suggesting that the monolingual teacher has to think about the
advantages of learning or starting to learn his students’ language through training. If the class
is a multilingual class where students speak different mother tongues, it is suggested that they
can be encouraged to explore the particular functions and consequences of using L1 when
several language groups are present and be given “the option of deciding the extent to which
L1 should be used in the classroom” and asked to “regulate language use themselves”
(Auerbach, 1993: 24: in Hall & Cook, 2013). Even in this particular case, Kerr suggests that
pair or group work is still useful and the comparison of one’s native language with other

languages is beneficial and should be encouraged.

In the Algerian context, there may be more than one mother tongue in the classroom,
but this does not affect the integration of translation from and into Arabic as this language is a
shared schooling language all over Algeria. Students learn Arabic for twelve years from the
primary to the secondary level. Similarly, secondary school teachers, regardless of their
mother tongues and ethnic grouping, share the same language with their students.
Consequently, they can make the best use of translation activities to foster language skills,

especially writing, considering that translation is a type writing itself.

To successfully employ translation in the EFL classroom, secondary school teachers

who reported different attitudes about the integration of translation in English classes due to
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their lack of knowledge of its relevance in facilitating the learning process, should be trained
on how to make an effective and judicious use of such a pedagogical teaching aid in their
daily teaching experience. Training programmes and workshops should be prepared,
professional conferences about the current debate surrounding the use of translation, and
especially the students’ native language in the EFL context should be organized and

delivered.

This being said, it looks that the inclusion of a translation course as part of the future
teachers’ academic syllabus is highly recommended. This course should preferably embody
basic knowledge of translation such as models of translation, techniques of translation and
ways of implementing pedagogical translation in the foreign language teaching-learning

process.

6.4. Suggested Translation Activities

In the light of these recommendations, the author of this thesis suggests some
translation activities, adopted from Kerr (2014). Other activities are purely creative activities
proposed by the author considering the students’ needs, the learning objectives set by the
Algerian Ministry of Education throughout the English language syllabus and the students’
level of proficiency and abilities. All the activities suggested below are carefully designed to
identify some of the students’ deficiencies (whether they are related to vocabulary, context,
register, style, etc) in writing so that they can produce an effective composition that meets
English writing conventions. If secondary school teachers try out some of these activities or
other activities suggested by a number of practitioners in the field of translation and language

teaching such as Duff (1989), Leonardi (2010), Kerr (2014), they can undoubtedly integrate

206



successfully a valuable and a creative teaching aid that supports and improves not only their

students’ writing performance but all the range of English language skills.

Activity 1

The teacher provides the students with a short advertisement like a flyer in Arabic
showcasing the main features of a Smartphone for example. In groups of four, students are

asked to translate it into English for overseas marketing purposes.

Text
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&Y el 2o sl

Culaia 256 :p AU Do

i gl

) dilgl J3a S Apple iPhone 7 Plus. «éils xo [ans [ pac siuniy clogi o Ll o jlhdil Jb Lo ela
plail 4 e ludd Clinhill o yaedl e 5 50n0 5305 dOS 10 <10 ) o (51 Lididl] pliis 2l ) 3 g Y] 5l
AL0 g 10 ) dag il Ao lgad) s sing | g JS Sl LualSd] 4o gl algal)

Time: Approximately 20 minutes
Aim: This activity aims at:

e making students aware of this type of texts (advertisement).
e making students aware of the type of vocabulary used in such type of texts
(register of ads)

e raising students’ awareness of contextual elements surrounding the text

Activity 2: Text expansion

This activity is adapted from Kerr (2014:110) and modified according to the

students’ needs and level of proficiency. The students are asked to extend the text below after
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researching the relevant information about the topic in their native language using their
background knowledge. The suggested text that students are required to extend has been
studied in the classroom. All that students need to do in this activity is to have Internet access
in their classroom. The teacher can ask his students to carry out this research as homework if

they cannot get online access.

Text
Some people say organic foods are better than processed foods because with
processed foods there can be hidden fats, salt and sugar that can go in during the processing.

Food certified as organic is not allowed to contain genetically modified ingredients.

After explaining the instruction and the aim of the activity, students should read and
understand the text. Then, they start researching the additional information they will use to
extend the text using either online research or they use the data obtained from the research
done at home. In pairs, students decide what the most appropriate pieces of information can

be added to the text and think of where to insert them.

The teacher can give a clear example to illustrate what the students are asked to do on
the whiteboard. He/she should remind them that the insertion of new ideas requires some
changes to the sentences to make them coherent. The student pairs complete the writing task
and exchange their final draft of the expanded texts with other student pairs for error

checking. It is up to the teacher to decide how he/she can correct such activity.

Time: Approximately 30 minutes

Aim: This activity aims at:

e developing students’ writing skills
e having students use their background knowledge when writing in English
e enabling students to connect ideas to get a coherent composition
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Activity 3: Note taking and summarizing

Though this activity is adapted from Kerr (2014:102), the author of the current thesis
suggested the text according to the students’ needs, syllabus and level of proficiency. In this
activity, the students listen to or read a short text about one of the teaching units’ themes in

Arabic such as in the text below, take notes and summarize the content in English.

Text .
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Source: www.sci-prospects.com

To produce this brief written summary, students should listen to or read the text at
least twice to be able to take notes. The teacher asks students to compare their notes with their
partners before listening to or reading the text again if necessary. In pairs, students are
required to produce a short summary based on the notes they have taken as well as the entire

text to which they have listened. They may compare their ideas with their partners.

In groups of four (two pairs), students are asked to compare their summaries and work
together to write a final draft of the summary. One student from each group is asked to read
his group summary for his classmates to choose the best version and justify their choice. The

teacher discusses any problems that occur with his students. Kerr (2014: 102) suggests that
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this activity be used with written texts instead of note taking through asking students to

highlight key words and phrases.

Time: This depends on the students’ level of proficiency and the length of the text.

Aims: This activity aims at:

e encouraging students to compare their own-language with English.
o fostering students’ understanding of summary techniques

¢ helping students write a coherent composition

Activity 4. Delayed reverse translations (Adapted from Kerr, 2014: 80)

Toward the end of a reading lesson and as a preparation for writing about the same
topic, the teacher provides his students with an English text familiar to them taken from their
textbook or any other source as suggested below. In groups of four, he/she asks them to read
and translate the text into their mother tongue. When working on it, students are allowed to
use dictionaries or online tools if they have access to them. The material should not exceed
90 words.

Text

We may live a totally different life in the next few decades because modernity has
brought with it a new life style. Nowadays people take less time to eat, go to fast food shops
to gulp hamburgers, hot dogs and chips. In the future, we might have conventional food
being replaced by food substitutes like pills, or we might get our nutrients out of crude oil,

that would shorten meal times even further.

The teacher collects the students’ translations to have a look at them later. In the
coming lesson, the teacher distributes the translated texts to the groups of students without

showing them the source text and asks them to translate the text back into English. At this
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stage, the teacher should not reply to his students’ questions if they need help. They may
leave some words without translating them if they are unable to find their equivalents.

As a last step, the teacher allows his students to have a look at the original text and
compare it with their own translation and discuss any difficulties which arise. The teacher
may select short passages or even key sentences that consist of grammar points that he may
want to shed light on.

Time: This depends on the length of the text and the students’ level of proficiency in
English.
Aims: This activity aims at:
e preparing students for the writing task by providing them with key ideas about the
topic they will write about in the coming lesson
e encouraging students to compare their own-language with English not only in
grammar but also in style and rhetoric

e developing students’ vocabulary about the topic

Activity 5: Identifying context and register

This activity is suggested by the author of this thesis to raise students’ awareness of
context and register in different types of texts. The teacher selects different excerpts from
longer texts to be translated. These excerpts may be in the form of sentences or short passages
of no more than four lines.

Text 1l
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Source : http://www.alkoon.alnomrosi.net/solar/planets.html

Text 2

5 AlaY) cllbiall a3 ae UK ) dalall cullad Alae A 2388 2 e pud) 2ay Al 2 peadd) d51)
e 5 yel) LUSH & yide adl " gat! ) iy 5 eme gk s g " Wlall Q8 G ey jeaad Akl iyl
¢l sa (cani Ay e Glae DI jga ¢ G AR g ped) Crani) 5 AUSH Ay ) Mulput Ay 8 O piie) ¢

Ml LS laling 5" 53 sane agilUS e ) s peaall Blll 5 L sia o A5 e ad 1D j0a )y

Source: http://histoc-ar.blogspot.com/2009/12/blog-post 18.html.

Text 3

Ganll g o pray da il a5 cgrlaall (A Ui Ganadall (SO 8 sy da ) OIS ¢ B plaa 4l (Say

sl soan (N ol seas oo s (B A 8ol JSh a8 8 135 Ol Gl 0 8 s 5 (18 adlal
Oe alibaal g Lne canidh ¢ " gl JSG ARaad) 8 o 8 g elliat 1 DU ¢ Ledail al il e 4l ) CilS G

A s Gl da g )" A au) D plat g elaal)

By James Thurber reprinted from “Fables for Our Time”

http://www.wata.cc/forums/showthread.php?1460

Text 4

AENEIPS S0 E PN PECH B\ TR AP SN B WP PRI Sy LT g O
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To practise this activity, the teacher divides the class into groups of four or five and
assigns a text for translation into English to each group from the list of texts selected. The
students work collaboratively to produce an adequate translation taking into account the type
of text, its register and the context in which this text has been written. Through class
discussion, the teacher draws the students’ attention to the texts’ different registers and
contexts.

Time: This depends on the students’ level of proficiency.
Aim: This activity aims at:
e raising students’ awareness of the different registers of texts and their context of
occurrence

e enhancing students’ writing skills
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GENERAL CONCLUSION

This thesis aims at investigating the role of translation as a pedagogical aid likely to
improve the secondary school students ‘writing skill. It sets off with an overview of teaching
English as foreign language in Algerian secondary schools, laying particular emphasis on the
writing skill in the light of the principles of the Competency-Based approach. The literature
review presented looks at the theoretical aspect of translation, mainly its types, models,
characteristics, and its place in the different teaching methodologies throughout the course of
history. An overview of the writing skill and error analysis in ESL/EFL context is suggested.
Given that part of the research work is attitude-based, the author devoted one chapter to the
early views of translation along with the current views on translation in foreign language
teaching. Arguments favouring and discouraging the use of translation in the foreign language
teaching-learning process are summarized. In an attempt to answer research questions and
reach the aims of the present thesis, an empirical study has been conducted in Belaouinet
Mohamed secondary school in Sig, Mascara with the participation of 30 third-year foreign
languages students. The latter have earnestly carried out translation activities that have
contributed to drawing a number of conclusions about the usefulness of translation in
developing students’ writing performance. In addition, a questionnaire has been proposed to
explore their attitudes towards the use of translation in enhancing the writing skill in
particular, and in EFL learning in general. To endow the research findings with more
credibility, the questionnaire was addressed to practicing teachers who worked in different
cities in Algeria to give free vent to their views about the integration of translation within
their daily classroom dynamics. Ultimately, the present work is an attempt to address the
much controversial issue of pedagogical translation in English language teaching and
learning, an area that continues to generate a heated debate in academic circles. It is hoped

that a research of this kind, on account of its pioneering nature in an Algerian educational
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context, will herald more in-depth studies in support of pedagogical translation and in favour

of its full-fledged integration in future secondary schools syllabus design.
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Questionnaire for Algerian Secondary School EFL Teachers

Dear Colleagues,

This questionnaire is meant for a scientific research on the use of translation in enhancing secondary
school students’ writing skill in EFL classroom. | hereby invite you to complete it by providing
objective answers.Thank you in advance for giving me some of your precious time.

Gender: Male [J Female [

Position: Full-Time Teacher [J Part Time Teacher[

Teaching Experience: ..................... Location ...............

Part One: Teachers’ attitudes toward the use of translation in English classes.

1. Are you making use of translation in your classroom?
Yes [ No [
2. Translation is a useful aid in EFL classroom.

Strongly agree[1 Agree [1 Undecided[] Disagree[]  Strongly disagreel]
3. Translation is unavoidable activity in EFL classroom.
Strongly agreel]  Agree [] Undecided]  Disagree[ ]  Strongly disagreel[]
4. Teachers feel confident when using translation in EFL classroom.
Strongly agreel] Agree [] Undecidedl] Disagreel]  Strongly disagree

5. Translation is an enjoyable activity for students in EFL classroom.

o

Strongly agree[] Agree [ Undecided] Disagree[ ]  Strongly disagreel[]

~

The teacher always uses translation when teaching.
Strongly agreel]1 Agreel] Undecided]  Disagree[1  Strongly disagreel[]

8. Translation can foster progress in the foreign language learning process.

©

Strongly agreel] Agree [] Undecidedl]  Disagreel]  Strongly disagreel]

Part two: The usefulness of translation in developing the writing skill.

1. Translation is useful in explaining instructions.
Strongly agree[1  Agreel] Undecided]  Disagree[d]  Strongly disagree]

2. Teachers use translation in explaining /teaching the new vocabulary related to the unit they
are teaching.
Strongly agree[d] Agree] Undecided]  Disagree (1  Strongly disagree]

3. Pupils can spot their weaknesses and develop their cognitive skills in analyzing and in
understanding when the teacher uses translation.

Strongly Agree] Agreed Undecided] Disagreed  Strongly disagree]

4. Translation activities give the learners the opportunity to plan, reflect, discuss, review and
edit their written work.

Strongly agree(] Agreel] Undecided]  Disagree[d  Strongly disagree(]



. Translation is used to extend pupils background knowledge and enrich their linguistic
competence that enables them to develop their writing in English.

Strongly agreel] Agreel] Undecidedd Disagree[] Strongly disagree(]

Pupils translate their thoughts using their first language when writing in English. This
particular process helps pupils transpose these ideas English when asked to produce a piece
of writing.

Strongly Agree] Agree 0 Undecidedd] Disagreed Strongly disagree(]

. When translation is used purposefully, students learn comparatively. Thus, the typical error
caused by negative first language transfer can be avoided.

Strongly agree] Agree [J Undecided™ Disagree™ Strongly disagree]
. Translation makes students aware of language elements and their functions.
Strongly agree(] Agreel] Undecided Disagree[1  Strongly disagree(]

. Students will be aware of the different types of styles and registers when translation is
utilized appropriately in EFL classroom.

Strongly agreel]  Agreel] Undecided Disagree[1  Strongly disagree™

10. Students will be aware of both cohesion, coherence and the sequencing of ideas in both

languages when they are exposed to translation activities.

Strongly agreel]  Agreed Undecided™ Disagreed  Strongly disagreed]

11. What do you think of devoting one hour a week to practise purposeful translation activities

so as to consolidate some language points and skills?

Thank you very much for your valuable help and collaboration.
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