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Abstract

The purpose of this study is to investigate translation teaching
methods as practised in the classroom. Its content falls into
two parts. Part One is a review of literature on translation
teaching in general in which the main issues, such as the formal
academic training of translators, are identified and the
curriculum content described (Chapter 1). This is followed by a
review of the theoretical aspects of translation teaching methods
and their relation between language studies and translation
theory (Chapter 2), the main purpose of which is to gain an
overall understanding of the mechanism of translation and its
techniques so as to facilitate the execution of the research.
Part Two is the design of the research and its execution. The
research is data-based. The data are tape-recorded translation
lessons collected from 3 different classes in three different
universities. A background to the procedure adopted for
data-collection, the subjects who participated in this study, and
the Sinclair system of classroom interaction analysis which was
applied to the data are described in Chapter 3. This is followed
by the application of Sinclair's system to the data on the basis
of which a coding system was set up (Chapter 4). The data
analysis revealed the existence of three different translation
methods; namely the grammatical, the text-linguistic and the
interpretive. The characteristics of each method are described
and their implications analysed (Chapter 5). The thesis ends

with a critical assessment of translation teaching in general and
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translation teaching methods in particular and proposes

guidelines for an experiment for a unified teaching me thod.
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Transliteration

The following transliteration scheme is used throughout this

thesis. The scheme is as in Haywood, A New Arabic Grammar, 1965.

b t b
e oa b

th « o c

[ SW
N
«Q
o

V)
PV P A s

G,
t

a 1— a:({/- ay yf\

i ‘/ i:‘_.;.\ aw D‘
1 \

u | u: o



vi

Figures

Fig. 2.1: Standards of translation procedures

Fig. 3.1: Classification of an interrogative by situation

Tables

Table 5.1: The three methods: a summary



vii

TABLE OF CONTENTS

VOLUME 1
INTRODUCTION
CHAPTER 1
1.1 Review of literature on translation teaching

CHAPTER 2

2.

1.2

.1.1 The academic training of translators

1.2 Selection procedures of prospective
trainees

1.1.3 Aptitudes for teachers

1
1

Curriculum content

The teaching of languages
The teaching of linguistics
The teaching of theory
General studies

Practical training

JET G N G
]
NN N
[ 1
Vi W -

Theoretical aspets of translation teaching methods

2.1

2.2

2.3

2.4

The philological model

2.1.1 Translation teaching in the philological
mode L

The structuralist-grammatical model

2.2.1 Translation teaching in the structuralist
grammatical model

The socio-linguistic model

2.3.1 Translation teaching in the socio-
Linguistic model

The text linguistic model

2.4.1 Translation teaching in the text-
linguistic model

17
21

23
23
27
30
35
40
45

45

50

51

53

62

65

67

69

71



Tviii

CHAPTER 3
3. The purpose of this research
3.1 Classroom interaction analysis

Mishler system

Barnes system

Flanders system

Bellack system

The English used by teachers and pupiL;ﬂ

WWWWW

_I_L.-l—l-l
1

VW=

3.2 Background to the data

3.2.1 Procedures adopted for data collection
3.2.2 Background to the lessons

.2.2.1 The subjects
.2.2.2 The teachers
.2.2.3 The students

N W W

CHAPTER 4
4. Application of Sinclair system to translation lessons

4.1 Organization of translation lessons

4.1.1 Opening of a lesson

4_1.2 Progress of the lesson

4.1.3 Interaction and text-translation
4_1.4 Summary of acts

4.2 Exchange structures

4_.2.1 Discourse structure of each class of
exchange

4.2.2 Teacher complex eliciting exchanges

4.2.3 Complex informing exchanges

CHAPTER 5

5. Description of the methods
5.1 Procedure of data analysis
5.2 The grammatical method

The translation exercise

5.2.1
5.2.2 Characteristics of the method

74
74
75
76
80
87
93
97
115

115
118

119

119

120

121
121
125
125
126
127
139
150
151
157
167
174
174
174
176

179
193



iX

5.3 The text-linguistic method

5.3.1 The translation exercise
5.3.2 Characteristics of the method
5.4 The interpretive method

5.4.1 The translation exercise -
5.4.2 Characteristics of the method

5.5 Summary of the main characteristics of the
three methods: similarities and differences
5.6 Implications in learning .
5.6.1 The grammatical method
5.6.2 The text-linguistic method
5.6.3 The interpretive method

5.7 Pedagogical implications

CONCLUSION
NOTES
BIBLIOGRAPHY
VOLUME TWO

Appendi x

196

204
221

224
226
235
241
243
243
245

247

250

256

261

264



INTRODUCTION

According to Nida evidence of formal translation dates from
the third millenium B.C. when the Sargon of Assyria delighted in
having his exploits proclaimed in the many languages of his
empire (1964: 11). However, if one looks at the state of

translation teaching at present, one would find that statements

such as the ones below still prevail:

Although translation has been practised for thousands
of years and there have always been schools for
translators and interpreters, which with greater or
lesser success, have trained their students for the
work of translation, there is still no systematic
method of teaching translation (Reiss, 1976: 329).

If one realizes the outstanding importance of
translation teaching in all curricula for future
professional translators, it is at first sight
surprising that the problems of translation teaching
efficiency have thus far played only a secondary role
in the framework of empirical pedagogical research. It
is, therefore, no wonder that the development of
Learner group specific, text-typologically
differentiated methods of translation teaching is still
in its infancy (Wilss, 1976: 118).

The reason that translation teaching has remained very slow is
probably due to the various variables involved in this field. To
list but a few, one can mention the Language combinations, the
specific-group learner, the necessary duration of the training,
the objectives of the training and most importantly a
satisfactory answer to the question of measurability of

translational competence.



Formal academic training is hardly a novel idea. Different
methods were practised in the old schools in the training of the
Egyptian drogman, the Greek hermeneus and the Latin interpres

(Schmitt 1982: 96). Among the well known schools established
1
around the middle ages were Baghdad and Toledo. Nevertheless

there was little evidence of the legacy of these ancient
programmes inspiring modern ones in the West or in the East.

Carr conducted a major study on the school of Bagdhad, also known
as 'The School of HUNAYN IBN ISHAQ', and its contribution to
translation. She also referred to the school as a centre of

translation teaching. This is how she describes the teaching

methods:

4
L'école de HUNAYN remplissait egalement un rSLe de
formation de traducteurs, formation pratique ne se
fondant apparemment pas sur une théorie\de la
traduction - formation "sur le vif" - ou les
traducteurs novices et debutants, en trava1llant aux
cotes des professionnels, pouraient acquérir une
technique de la traduction (1982:25).

Carr concludes her study with reference to this aspect of

teaching methods as follows:

Cette absence de fondements theor1ques pourrait
expliquer d'ailleurs pourquoi L'ecoLe de HUNAYN n'était
pas un centre d'enseignement a proprement parler.
Certes, les apprentis-=traducteurs qui travaillaient
sous la surveillance des grands traducteurs et des
réviseurs apprenaient a traduire par une formation 'sur
le vif' pour ainsi dire mais, les sources ne nous
parmettent pas d'affirmer que l'existence d'un R
ense1gnement de la traduction en tant que tel leur eut
ete d1spense ou qu'une methodologie de la traduction
et €té élaboree sinon sous forme de 'recettes' a
observer et d'un certain savoir faire qui demeurait
neanmo1ns du domaine de L*empirisme, Lles probléhes
etant abordés de maniere pragmatique (1982: 191).



Undoubtedly these schools gained valuable experience in
translation and in training translators. However, as Schmitt
points out 'there has never been an attempt to channel these
experiences and to unite the numerous approaches to a theory of
translation scattered in the literature, still less to found an
academic discipline upon them' (1982: 96). Even in modern times
at least in the Sixties, there is Little information on the
training methods applied by European universities as Mounin

reports:

Depuis moins de vingt ans les universitéé de Gengve,
Turin, Vienne, Paris, Louvain, Heidelberg, Mayence ont
Lleurs instituts d'interpretes ... mais ces organismes
enseignent la pratique des langues et la traduction
comme activité pratique sans qu'il soit jamais sorti de
leur enseignement ni une theorie de la traduction, ni

une etude des probLEmes au moins que poserait cette
theorie (1963: 10).

The post-war information explosion has brought in its wake an
unprecedented demand for professional translators. Numerous
schools and colleges have been established in various countries
to meet the demand. However, as Komissarov reports 'it is
regrettable that there has been no adequate exchange of
information between translators' schools as to their curricula,
syllabuses and general principles and methods of training' (1985:

309).

The lack of publications of material on translation teaching
and the lack of adequate exchange of information between schools
ijs also to some extent a testimony to the slowness of translation

pedagogy in general.



However, since the Second World War, translation has become
a large scale activity in this world of ever-increasing language
contacts. The growing demand for highly skilled translators
called for more academic training. The reason is not only the
dissemination of information of transfer technology but also the
setting up of international and regional organisations where
without the constant involvement of qualified interpreters and
translators, no work progress can be achieved. To fill these
needs, more translation pedagogists became involved in designing
curricula to train professional translators. This is witnessed
by the sudden increase in quantities as well as sophistication of
translation teaching literature, the appearance of ontologies and
periodicals on translation teaching, and the organization of
national and international conferences on translation teaching.
The initial literature on translation teaching has appeared iﬁ
forms of recommendations and orientations by translators from
their own individual experiences to answer immediate needs.
Later translation teaching became more influenced by various

Linguistic theories as explained in Chapter 2.

The literature on translation teaching appeared mostly in

translators' journals such as Babel, Meta, L'antenne, le Journal

des traducteurs; language journals and periodicals such as the

English Language Teaching Journal and The Incorporated Linguist.

Some of the material was edited in books such as:

s
1. L'Enseignement de L'Interpretation et de la Traduction:de la

/7 \ .
Theorie a la Pedagogie 1981 edited by Delisle, J. Ottawa.




The book contains major works on the teaching of translation

and interpreting realised in Canada between 1971 and 1981.

2. La Traduction: de la Thé%rie a la Didactique 1984 edited by

Ballard, M. Universite de Lille.

Some papers were directly communicated to participants in
conferences held by the F.I.T. (Féderation Internationale des
Traducteurs; also known as the I.F.T., International Federation
of Translators). On the 8th Congress of the F.I.T. held in

Montreal in 1977 six papers were presented.

The increasing amount of material being published in the
last few years reflects some genuine feeling of concern shared by
many translation pedagogists to develop a solid and sophisticated
pedagogical framework to make translation teaching a

'discipline'.

This feeling is also expressed in the purpose of this
thesis. The thesis is an attempt to investigate translation
teaching methods as practised in the classroom. Details
regarding the design of the research and the methodological
approach adopted for its execution are set out in Chapter 3. The
content of the thesis falls into two parts. The first part is a
critical review of literature on translation teaching. This
includes the necessity of training professional translators and
the content of the teaching programme (Chapter 1). This is
followed by a review of some theoretical aspects of teaching

methods largely based on language studies and translation studies



(Chapter 2). Part two is the analysis and the outcome of the
data collected in three universities. This includes a detailed
description of the purpose and design of the research, such as
the procedure adopted for data collection, background to the
data, and the sampling of Sinclair's System of Classroom
Interaction Analysis (Chapter 3). A coding system is set up
following the application of the sampled system of classroom
interaction analysis (Chapter 4). This is followed by the
description of the methods identified and their implications
(Chapter 5). The thesis concludes with an assessment on the

state of translation teaching in general and translation teaching

methods in particular.



CHAPTER 1

1.1 Review of Literature on Translation Teachiqg

3
Given the fact that translation teaching is a new topic, it

is not surprising to find that arguments which appear in the
literature are almost contradictory. The main issues which are

argued over and over include the following:

1. The desirability or legitimacy of formal academic training
of translators: some writers argue that a formal academic
training is the only way to form a translator. Others argue that
translating competence cannot be effectively taught; it is an

inborn quality, therefore translators are born not made.

2. Requirements of the trainees and the procedures for their
admission to a translation course! Some pedagogists insist on
the personal qualities of the prospective trainees. Others give

admi§sion to their candidates on the basis of tests.

3. The qualification and qualities required of translation

teachers; their training, experience and competence.

4. The content of the teaching programme: There are
considerable differences in opinion with regard to the selection
of the teaching material. Among the most controversial subjects
are the teaching of translation theories, the history of

translation and linguistics.

S. The practical training: its realization in workshops and

institutions.



An analysis of the nature of the writings reveals an
encouraging picture. There is an obvious general trend of change
from random insights to perspective theorizing from the
description of immediate individual programmes to formulation of
model curricula, and from the exposition of personal convictions
to studies of various branches of linguistics and adjacent
disciplines and their application in translation teaching. Those
more concrete and comprehensive curricula proposed by Reiss
(1976), Wilss (1977) and Fawcett (1981) are outstanding examples
of the end product of this evolutionary process. The treatment
of these topics one after another below inevitably yields a shift
in knowledge from general to specific. This is also done out of
necessity and convenience mainly to identify the evolutionary

process in translation teaching.

By examining these writings, the aim in this thesis is not
to review every one of these issues in detail or to participate
in the debates which have grown round some of them. Instead the
aim in this review of literature is simply to give a general view
of translation teaching in terms of teaching content from a
panoramic viewpoint and to demonstrate the various options open
to the translation educator so as to facilitate an informed
choice on his/her part. The material gathered in this review of
Literature should by no means be regarded as final or exhaustive,
since some of its could not be traced and some of it was written

in the languages which the author cannot read.



The Academic Training of Translators

The jssue of formal academic training of translators is a
fundamental question in translation teaching and is often argued
over and over. The presence of articles with titles Like 'Should
we teach translation?' (Hendrick 1975), ‘Are translators born?’
(0zerov 1979), 'Translators - made, not born?' (Healey 1978),
‘peut-on former de traducteurs techniques?' (Gravier 1967),
reminds one that translation teaching is not taken for granted.
In fact this challenge to the academic training of translators is

far from a rhetorical one.

Some writers argue that translation cannot be taught. They
tend to relegate the good works of a translator to his or her
jnborn qualities and natural circumstances. They claim for
snstance that if a bilingual by birth is exposed to translation,
he/she will be the one to do the job at its best since he/she not
only had a long practice of the two languages, but also direct
contact of the two cultures. Similarly, it was also claimed that
persons who stayed for a long time abroad and acquired a good
deal of practice in their foreign language can become outstanding
translators. Nida seems to agree on this principle. Having
given an account of this type of translator he concludes:

Having met these men and many others who have become
outstanding translators and interpeters, I have been

forced to conclude that in a sense translators are not
made, they are born (1979: 214).
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This type of statement may lead one to believe that a formal
training of translators is pointless, since inborn qualities
cannot be trained. This is certainly Pilley's opinion, as he
points out:
It is almost impossible for anyone to interpret
simultaneously if he learned his language at a school

or university rather than being bilingual by birth or
accident of upbringing (1962: 70).

Consequently, one can arrive at the conclusion that if an
institution wishes to recruit translators, then it should
advertise for applicants with these qualities. However, Healey
rejects this simplistic view that all natural bilinguals are
translators as he states:
ALl natural bilinguals are not translators, nor do they
even think in terms of translation from one language to

another, but rather in terms of two different but
equally available dialects (1978: 54).

Healey's argument is that one can become a successful translator
without necessarily being a bilingual, but to achieve this end
one must undergo formal training. However, formal training has
not been a condition for some to pursue their careers as
professional translators (Schmitt, 1966; Citroen, 1966; Craﬁer,
1973; Weber, 1984). These translators claim that they never had
direct training to exercise their profession, nor have they felt
the need for it. They had access to the profession as a result
of various circumstances. Some of them were educated as

linguists and later developed the skills required for



translating. Others were diplomats and their professional
experience endowed them with extraordinary linguistic skills.
This, according to Citroen, is how these professional translators

gained access to the profession:

After all, the majority of the translators active at
present have never had a direct schooling for the trade

they ply, nor have they ever felt a need for it. Some
have been educated as linguists, others are persons who
have learned language abroad, many are gifted people
who managed to master the required skills in their own
ways (1966: 140).

Although these professional translators have managed to
exercise their profession by the turn of fate, they are not
totally opposed to formal training for various reasons. For
example, Cramer commenting on his background, acknowledged that
most of the preparation for his career was acquired ‘on-the-job'
which he felt was an extremely 'primitive' foundation for entry
to what purports to be a profession. Schmitt admits that the
self-teaching method has many shortcomings as he explains:

The person who has learnt one or several languages
solely through practice is generally inclined to
believe that fluency alone guarantees excellence in
translation. Unaware of grammatical and syntactic
pitfalls, he or she will blithely step where angels
fear to tread and produce translations which, although
quite understandable, nevertheless condone and spread

the use of barbarisms, solecisms, anglicisms and the
whole gamut of current isms ... (1966: 124).

The conclusion that these two professional translators reached
after a lengthy experience is that a formal academic training is

recommended.

11l
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It will come as no surprise to the reader that I am of
the opinion that translation and jnterpretation must be
taught and taught properly (Weber, 1984: 2).

The necessity of training academically professional translators
was largely defended by professionals and educators alike.
Citroen pointed out that 'although some gifted people did manage
to master the required skills and become good translators, it
would be wrong to conclude that training is unnecessary'. He
further states that 'training at a qualified school will provide
the student translators and interpretors in a few years time with
the basic information they need to pursue their profession’
(1966: 40). Similarly, Gravier also thinks that an academic
training for future professional translators is indispensable:

Et je me disais alors qu'une éducation professionnelle
etajt indispensable pour les interprétes, qu'ils
travaillent en cabine (interprétation simultanée) ou
sans aucun appareillage (interpretation consécutive).
En revanche je me demandais parfois s'il etait bien
nécessaire de prendre autant de soin de futures
traducteurs. Un specialiste d'anglais ou d'allemand
bien forme n'était-il pas capable du jour au lendemain
de devenir un bon traducteur? Je dus constater par la
suite qu'une telle preparation a la profession de
traducteur était dans la plupart des cas tout a fait
jndispensable (1976: 201).

The training, according to Gravier, will enable the students to
handle their foreign language with great efficiency and possibly
think within this language. This will develop the students'
ability to identify and assimilate idiomatic uses of that

language in a given situation. The Llearners will also be trained



to work under pressure with speed and accuracy, and to be able to

switch from one topic to another.

Commenting on training translators to work under pressure,

speed and accuracy Pan argues that:

Translators can be trained. It is pure speculation to
say that a good translator i. born and that a good
translation cannot be accomplished under pressure. In
this stage of discipline, translations are performed
under time and quality controls. Translators can no
longer indulge in reverie and infinite finishing
touches. They must get the work done on time. It
requires a discipline which was repugnant to the old
time translators ... and in this new discipline,
translators are trained (1971: 40).

Furthermore, according to Komissarov, since translation has
become a mass-profession with the establishment of a number of
schools all over the world he argues that:
Translation is regarded as a skill that can be learned
by an average student, that translators are made rather
than born, this assumption seems to be universally
accepted as far as translation of informative (i.e.

business, official, scientific, technical etc ...)
texts goes (1985: 309).

To sum up the arguments, with translation pedagogy establishing
itself as a new 'discipline', the view that translating is an art
and cannot be communicated is gradually dying out. Citroen
pointed out that 'in a world where the translating profession
Llacks the recognition it deserves, institutionalized training is
a practical way to achieve this end. Translators are poorly paid
because they were not properly trained to begin with, thus formal

training is a practical way out of this vicious circle' (1966:

13
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140). However, the situation is changing. The fact that there
are a number of universities which train translators and the
increasing amount of material suggesting teaching programmes such
as 'How to teach translation' (Reiss, 1976), 'A college
curriculum for the training of translators and interpreters in
the USA' (Horn, 1966) and 'Why a university translation
programme?' (Jordan, 1979) indicate that the general consensus is
in favour of training. This was largely expressed by a number of
professional translators in an article published by Meta (1966).
The article consists of a questionnaire set up by the editor of
Meta and sent to eleven professional translators requesting their
opinions on the training of their future colleagues. The chief
question was:

une certaine formation professionnelle est-elle
necessaire au traducteur?

Among the range of answers given were: 'indispensable’,
L3 - ’ -
'requise', 'utile', 'necessaire’.

The academic training of professional translators was

recommended for two reasons:
1. Access to the profession in an institution
2.  Dpissemination of information and transfer of technology

The need for translation was felt in the aftermath of World War I
and further increased in World War II. The establishment of the

United Nation Organization, the birth of regional organizations



such as the EEC (European Economic Community) and the OAU
(Organization of African Unity) meant that a large amount of
translation needed to be done. Applications for admission to
either of these institutions were vigorously scrutinised. For
instance, candidates for the United Nations were selected mainly
among graduates from the University of Geneva (Citroen, 1966:
141). The course offered for translators and interpreters by the
School of Modern Languages at Bath University is specially
designed to prepare graduates for careers as professional
linguists in International Organizations, ie inter-governmental
organisations, the European Community and the like (Coveney,
1971: 21). Translators who work for the OAU are mainly graduates
from the Universities of Cairo and Algiers. In the USA access to
the profession is open almost exclusively to candidates with a

university degree and graduate training at a recognised school

(Weber, 1984: 54).

Undoubtedly, the translator's task in an international
organization is very delicate. Incompetence and mediocrity are
not tolerated. Translators cannot rely on their intuition to
execute their job. Therefore training in this respect is only
legitimate. Jordon justifies training in this sense by pointing
out that the'aims of translation teaching should be to show the
students that translating requires great power of concentration,
lively awareness, disciplined thought and a flair for invention,
to help them to cultivate these qualities and to teach careful

reading and correct and coherent writing in at least two

15
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languages, and that the university is the best place for such

training' (1979: 2).

As regards the transfer of technology in the USA for
instance, Tinsley Jr. reports that the American people never felt
the need for language skills or translation because they always
enjoyed technological equality or superiority over other nations.
However, this traditional attitude was shaken by World War II.

It was further jolted by the launching of Sputnik. Consequently
the Translator Training Committee of the American Translators
Association developed a set of guidelines between 1970 and 1972
for a two-year undergraduate training programme. The programme
was designed to train undergraduates capable of translating from
at least one foreign language into English. 1In the content of
the teaching programme priority was given to science and
technology (1977: 246). At the time, many wouldn't argue that
the Americans had failed to keep up with Soviet scientific and
technical Lliterature. Consequently the Joint Publications
Research Service of the US Government was commissioned to
translate several Soviet journals '"cover to cover'. Furthermore
the US Air Force intensified efforts to translate technical

Russian into English by computer (Harris, 1983: 6).

The idea of setting up courses to train translators for the
transfer of science and technology is not a novel one. Rifaat
Tahtawi on his return from France, where he studied science and
humanities, founded a translation school in Cairo in 1935 where

Arabic, French and English were taught. The aim was to introduce
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French technology and administrative methods (Har%is, 1983: 10).
The Regional Language Centre in South East Asia according to
Harris (1983) was set up to train translation teachers for the
countries of the area, namely Indonesia, Malaysia and the
Philippines. The project was designed to equip these countries
with qualified translators who would translate the new technology
of the developed world. This justifies his statement:
It follows in general that in Third World regions where
there is a shortage of well-qualified technical
translators - and that includes most of the Third
world, and above all the diffusion of new technology

from ah elite to the masses, requires the setting up of
professional translator training programmes.

The M.A. course in translation/interpretation in Kuwait has
similar purposes, namely to train translators who would be able

to handle scientific and technical material (Kharma, 1984).

Training translators to answer the increasing need of
technology transfer was called for by various scholars (Citroen,

1955; Dinjeart, 1958).

1.1.2 Selection procedures of prospective trainees

The necessity of formal training of professional translators
raises a number of questions. Some of these are: what is the
jdeal candidate to be trained? Are there any particular criteria
or qualities that the trainee should have? What is the
educational standard required of the trainee in the selection

procedure?



To deal with these issues and set forth basic criteria in
the selection of the translator-trainees, translation pedagogists
insist on two conditions which are relatively different but

complementary; the psychological and the educational. These can

be interpreted roughly as follows:

Psychological: the mental readiness of the trainee; personality,

intelligence, creativity, aptitude to assimilate quickly, etc.

Educational: the standard of education of the trainee; general
and specific. The former refers to general knowledge (also known

as culture géhé}ate), the latter to language aptitude.

Given the fact that translation is a complex activity
involving code-switching as well as a major responsibility in the
transmission of ideas, which demands a considerable power of
concentration, there is a large emphasis on the psychological

predispositions of the trainee as Michelet explains:

-

Pour la traduction, comme pour tous les metiers
difficiles, elle ne donne des resultats que sur la base
de certaines qual1tes 1nnees, et de certa1nes autres

acquises dans les premieres années de L' éveil de
L'esprit.

Les quaL1tes sont ev1demment L'intelligence ou plus
exactement la faculte d'apprehension, une souplesse de
l'espr1t, une certaine intuition et cette aptitude a
s'exprimer de fagon claire, logique et correcte que
L'on appelle un bon style (1958: 166).

7
M. Gravier, who is the Head of "L'Ecole Superieur d'Interpretes

4
et de Traducteurs de L'Universite de la Sorbonne', does not seem

18



to allow much room for mediocrity in the selection of his
trainees:
/
quels sont les dons que L'on devrait deceler chez un
futur traducteur? D! abord il faut qu'il soit
intelligent, qu'il possede une grande rectitude logique
et beaucoup de sens psychologique qu'il ne s'enferme

pas en lui-meme et sache suivre le raisonnement
d'autrui (1976: 209).

Weber also referred to the trainee's ability to convey other
people's thoughts. He states that they should be able to do so with
their sense of creativity:

Although they never express their own ideas in their

own work, future translators must be exceptionally

creative in their native language in order to be able

to convey the message contained in the original text in

the most accurate and understandable, yet elegant, way
possible (1984: 4).

Although the ability to express other people's ideas is what is
expected of a translator, aren't all the other psychological
criteria such as intelligence and comprehension ability necessary
for the undertaking of any profession? Furthermore, how can
these mental predispositions be measured? On the other hand, the
professional translators consulted by the Editor of Meta think
that aptitudes such as: 'de la souplesse", "L'objectivité;, "une
certaine méﬁoire", "de L'imagination", "de la curiosit;“, "du

tact", '"le sens critique', "du pragmatisme', ought to be

developed in the course of the training.

As regards language aptitude, translation pedagogists are

more specific. Gravier opts for a test-selection-procedure. The
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test consists of identifying the students' standards in their
native and foreign languages. In the USA, according to Horn, it
is sufficient for a student who graduates from a secondary school
with an 'A' or '8' in their native language and at least one
foreign language to gain admission to a translation course (1966:
147). On the other hand, Weber puts the emphasis on the native
language as he explains:

It would be fair to say that only students who receive

straight 'A's in their native language courses can

aspire the the degree of perfection needed by a
translator (1984: 4).

Admission of candidates to translation courses was the topic of a
major study conducted by Jacqueline Bosse-Andrieu (1981). The
study is a comparison of conditions of admission of candidates to
the European and Canadian schools. Her findings indicate that
there is no uniformity in the conditions of admission set forth
by these schools. In Belgium, for instance, no test is required
for admission to the "Institut Supé;ieur de L'Etat de Traduction
et d'Interprétation de Bruxelles". The only requirement is a
degree which enables a student to register with a university.
Nevertheless, the selection process takes place during the course
of training. On the other hand, admission to "L'Ecole de
Traduction et d'Interprétation de Gengve" is subject to a test.
Admission to "L'Université Concordia de Montreal' and
"L'Universit; du Quebec a trois Rivi;res" is open to any student
who can register with a university. Other universities, such as

I'4
“L'Universite Laurentienne de Sudburg" and "L'Université de



Montreal" select only students who obtained an average of 60% in

French and English in their final year of secondary school (1981:

165).

ALL in all, there are not only disparities in selection
procedures but also in standard requirements. Some universities
take graduates from secondary schools. Others take them only
after they have completed their undergraduate studies. 1In the
former instance, the argument is that the trainees should be
prepared for their careers as early as possible. The training
should concentrate on this objective. Consequently language
studies, translation studies and general studies should go hand
in hand. The three should be complementary to one another
(Weber, 1984). 1In the latter, translation courses are not

language courses (Gravier, 1976; Coveney, 1971).

A further examination of the two cases would reveal that
courses for secondary school graduates last usually four years.
The length of time is justifiable to shape the students'
training. In the second case courses are in the order of one to
two years. It might be argued that the length of time is not

sufficient to conduct a specialized training programme.

1.1.3 Aptitudes for teachers

Writers have emphasized many aspects of translation teaching
directly related to the trainees and the teaching programmes, but
excluded their views on the teachers' aptitudes. Very few of

them have dealt with this topic. They claim that translation
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should be taught by people who exercised the profession (Gravier,

1976 ; wWeber, 1984).

According to Gravier, translation teachers are recruited on
the basis of their experience as professional translators in
international organizations (1976: 209). Similarly, Weber claims
that "only the very experienced translators can instruct
students' (1984: 6). This seems rather ideal and simplistic too.
It is not known how many professional translators would be
prepared to give up their positions in international
organisations to take up teaching. This problem is appreciated
by Keiser who points out that "there are quite a number of
schools pretending to train translators and interpreters where
there is not one conference interpreter among the faculty, and
where most if not all the teachers have never been in an
international conference" (1978: 13). On the other hand, Wilss
is rather specific in defining the competence required of a

translation teacher:

1. a comprehensive transfer competence

2. an awareness of source language/target language surface

divergencies

3. an interest in translation teaching problems

4. the ability to adapt learning theories to the field of

translation teaching
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5. the ability to develop translational achievement tests for

controlling the translational learning progress (Wilss,

1982: 183).

1.2 Curriculum content

1.2.1 The teaching of languages

As reported in 1.1.2 the main criterion for selection is
that students should have a good knowledge of the languages,
whether they come from secondary schools or after having
completed their undergraduate studies. In the first group,
translation courses include a certain amount of language teaching
besides other subjects. The aim is to improve the students'
language competence in order to be able to translate. In the
Llatter, translation courses are not language courses (Gravier,
1976; Coveney, 1971). Gravier points out that students who wish
to train as professional translators should have a good lLanguage

competence to be able to learn how to translate:

Une ;cole de traduction n'est pas - ne doit pas etre
une école de Langues vivantes, mais une ecole ouverte a
ceux qui deJa maitrisent solidement deux ou plusieurs
languages vivantes et viennent apprendre L'art de
traduire (1976: 202).

Keiser is almost of the same opinion:

Interpretation courses are not language courses ... the
would be student must have mastered his language before
entering onto the course. Of course, he will improve
his language proficiency during his studies ... but he
must have the required mastery of his active and
passive languages before starting the interpretation
course, otherwise he will constantly stall and stumble
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under the tremendous pressure of interpretation (1978:
13).

In an earlier article, he complained that many students were not
properly equipped in languages:
translation classes thus become a mere exercise in
language, not translating, just plain language, or they
degenerate into terminology workshops of a basic nature
= in both cases a time-consuming exercise in

exasperation for the teacher and frustration for the
student (1979: 2-3).

In a sense a high standard of languages is emphasized by many
schools, some more explicitly than others. Readett, for
instance, set the minimum requirement as a "knowledge of a
Language to Honours degree standard, in addition to two or three
years of residence in the country where the language is spoken'
(1958: 136). Repa is also of the opinion that there should be no
need for language teaching in translation programmes. In
describing a course in Vancouver he explains that a thorough
knowledge of two foreign languages is required, as a result the
programme was not designed to improve the students' proficiency

in languages (1981: 395).

However, at other schools, practical translation exercises
are postponed until the students have reached a certain standard
in their foreign languages. Wilss, in this respect, reports that
as part of the curriculum content the first two semesters are
devoted to intensive language training in language B and lLanguage

C. This is how he explains the language training programme:
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The strong emphasis on foreign language training in the
first two semesters is necessary because our beginners”’
mastery of their foreign languages is not adequate for
us to start translation training right away. So as to
prevent translation classes from being misused for
foreign language learning purposes, translation

teaching is postponed until the third semester (1977:
119).

Similarly, in the United States, translation exercises are
introduced only in the third semester, after the students have

attained a sufficient degree of mastery in their B language

(Horn, 1966: 149).

In Canada, according to Horleguin (1966), students who have
not satisfied a certain standard in their languages would have to
undergo extensive teaching before they are admitted to the
preparatory year. The preparatory year itself includes a
language teaching programme, but more specialised during which

the learners are prepared for translation courses.

The necessity of foreign language teaching is also
emphasized in the UNESCO report on technical translating: 'During
the training period, the future translators perfect their mastery
of those foreign languages which they already know and may learn
another language' (1957: 161). Similarly studies in the
structure, style and literature of the foreign languages
throughout the translation curricula are recommended by the
American Translators' Association (A.T.A. 1975: 3-6). Describing
his language programme in Belgium Cammaert reports that this

r 4 Vg
consists of 'correction du language ecrit et oral', 'etude du



vocabulaire et de Ll'orthographe', 'analyse de textes',
P 7
‘comprehension du texte', 'l'etude de la grammaire', etc ...
(1977: 242). 1In 'L'Institut d'Interpretariat et de Traduction
d'Alger' foreign languages used to be taught during the first
four semesters (out of eight), and practical translation
exercises were postponed until the fifth semester. However, the
programme was reviewed in 1980 to include practical translation
exercises at the beginning of the third semester while the
4

foreign language programme was still going on. The aim was to
introduce practical translation exercises as early as possible.
The foreign language programme includes mainly oral
comprehension, written comprehension , grammar and text-analysis.
Burke also emphasizes foreign language teaching prior to
translation exercises. This is how he describes his foreign
language teaching programme and its benefits for the
translator-trainees:

Although Russian grammar, syntax, inflectional patterns

and idioms must continue to be stressed throughout the

entire course, we have found that after some twenty

hours of concentrated grammar, the student is able to

begin translating phrases, then sentences, and finally

entire paragraphs under guidance. The rate of progress

is such that after twenty hours, from one full hour to

one hour and a half may spent each week thereafter
solely on translation techniques (1963: 379).

Foreign language teaching during the preliminary phase of
the training programme only in the university has proved very
insufficient. Some pedagogists suggest that the students should
spend some time in the country of their foreign language. 1In

British universities, it has become almost compulsory for
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students to spend one year abroad. This will bring them to
experience direct contact with native speakers and enhance their
knowledge of administrative and governmental institutions. In
this respect, in Kuwait University, it is compulsory for the M.A.
students in translation/interpretation to spend the third

semester in a British or American university as Kharma explains:

The rationale behind this is that many of the
candidates may never have had the opportunity to have
contact with or Llive in the English (British or
American) culture, an understanding of which is
naturally an essential background to the full
comprehension of most English texts (1984: 226).

From the pedagogical viewpoint, the best way to create such
opportunity is to set up schemes of student exchange. Such
arrangements are 'emphatically recommended by the A.T.A.' (A.T.A.
1975: 3). A study on the effect of such a stay on translator
trainees was made by D. and M. Bowen who also investigated the
intercultural awareness to be expected from the stay, as well as
the technical facilities which can enhance or prepare a stay

abroad and serve as follow-up (1984).

1.2.2 The teaching of linguistics

Linguistics is another controversial topic on which
pedagogists seem to disagree as to whether it should be included
in the teaching programme or not. As Kommissarov reports 'while
quite a number of translators' training schools successfully base
their instruction programmes on the postulates of the linguistic

theory of translation, the role of linguistics in translators"
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training is still a controversil problem' (1985: 311). Gravier
thinks that the provision of linguistics will not automatically
make competent translators:

/
Est=il necessaire d'avoir re u un enseignement de la
linguistique pour se preparer a la traduction? Nous ne
le pensons pas ... Il n'est pas necessaire que notre
futur traducteur entre dans les grandes chapelles
linguistiques de L'heure = sera=t-on meilleur
traducteur parce-que lL'on est devenu saussurien
Guillaumien disciple de Martinet, ou encore
Chomskolatre (1976: 203).

This anti-linguistic view is also expressed by Hendrickx who

argues that:

Students should be taught how to use languages rather
than be given information about them. They should be
given the instruction and training that will allow them
to practice their craft properly, rather than that
required for the theoretical and scientific study of
the language (1975: 102).

Following these views, many translators and translation
educators would agree with Jordan who states that 'it has yet to
be shown that linguistics has a relevant contribution to make to
the general practice of transtation' (1979: 2). Nevertheless,

some writers hold the opposite view:

A fundamental subject, which is unfortunately not
taught in most if not all schools for translators and
interpreters, is linguistics. This was the case, for
example, in the schools observed by the author - an
especially surprising and distressing discovery since
one was the home of the founder of modern structural
linguistics, and the other is now a major center for
applied linguistics. It was also shocking to find that
none of the teachers at these schools had any training
in this field either (Gold 1975: 107).



On the other hand Naphtine reports that in Western Europe,
translation teaching curriculum 'often includes an introduction
to linguistics' (1983: 22-23). Tatillon (1984) for instance
claims that linguistics is indispensable in translation teaching.
His argument is that translating is the transfer of text from one
Language into another. Further, given that a text is the
fulfillment of a communicative act, it exhibits two linguistic

patterns: the structural and the informational.

The structural is the type of structure which organize the
text; macro-structures and transphatic structures. Informational

is the type of information communicated in the text. This can

be:

- referential: subject matter

psychological: attitude of writer vis a vis reader
- socio~cultural: environmental

- stylistic: symbolic

Drawing from these linguistic realities which compose texts, he
claims that this structural formatting of texts can be identified
by means of contrastiveapproach. This method he argues can serve
as a basis for the translation teachers to theorize their

teaching methods. The outcome is as he explains:

Ou aura compris par ce qui precede que je tiens la
L1ngu1st1que pour une matiere indispensable en
pedagog1e de la traduct1on, dans Lla mesure ou les
conna1ssances theoriques qu'elle met a la disposition
des eleves traducteurs leur donnent les moyens de
refléchir a ce qu'ils font lorsqu'ils traduisent (1984:
59).
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Contrastive Llinguistics has also influenced some pedagogists. In
Montreal University, the principles of 'stylistique comparee' by
Vinay and Darbelnet are taught throughout the three year course
(Horguelin, 1966: 146). Similarly in the Arabic/English course
at Bath University, the aim of teaching Arabic/English
contrastive linguistics is to develop a high Llevel of competence
in the student's ability to translate. Thus, according to
Coveney, contrastive Linguistics:

aims to deepen the students' understanding of the

structure of English and Arabic as well as to broaden

their knowledge of Llinguistic variations in order to

increase their sensitivity to translational equivalence
between the two languages (1983: 4).

1.2.3. The teaching of theory

The other issue pedagogists do not seem to agree on is the
teaching of translation theory. Some think that the teaching
should concentrate on more practice, and that theory is
unnecessary. Others think that the injection of some theoretical

teaching could enhance the learner's competence in various areas.

This is the opinion voiced by some professional translators

consulted by the Editor of Meta and who were asked to answer this

question:

- Les cours de formation doivent-ils faire une part plus large

. \ ’
a la pratique qu'a la theorie?

The answers were as follows:
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les cours de formation doivent faire une part beaucoup plus

\ ’ . s /
large a la theorie qu'a la pratique, etant donne que les

L

cours ne durent que quelques mois ou quelques annees alors
que la pratique dure toute la vie.

P4
La theorie car la pratique viendra quand le traducteur

. A

mettra La main a la pate.
IL est primordial que le traducteur connaisse les

4 .-
differences intrinseques des langues.

(4
Theorie et pratique, mais primordialement de la pratique.

LY
Je ne crois pas uniquement a la pratique, il faut aussi de

U4

la theorie.

V4 '
Si theorie signifie etudes des langues il faut le plus

o
possible mener de front La theorie et la pratique de la

traduction, effectuant ainsi un "apprentissage rationel".

N
Les deux s'imposent, vu L'importance extreme du sujet au

Canada Franieis.

One would think that a professional translator would opt for more

practice.

The argument is that a translator with no theoretical

background, but who has a good practical competence, is better

than a good linguist with lower aptitudes in translating.
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If theory is to be taught, what is the aim? what should be

taught and how? how does the link between theory and practice

operate?

According to Vinay, one of the major preoccupations of a
translation teacher is stylistics. Furthermore, he states that a
given text deals with a particular situation coded in a

particular style. Hence the teacher's task is to:
- Teach how to investigate situations to reach the meaning

- Teach equivalents of the two languages to match style (1957:

146)

Mason examines the introduction of translation theory in a
translation class to achieve the following target: to render the
trainee translator more sensitive to the multifaceted nature of
translation equivalence and to aid him to single out
instinctively those stylistically relevant linguistic features of
a text which characterize 1t and determine the kind of target

language rendering it demands (1982: 27).

By examining some of the theories put forward, such as free
vs literal and 'stylistique compar;e', Mason concludes that the
former fails to render the full referential and connotative
meanings; the latter is artificial for it concentrates
excessively on translation at word or phrase level. He therefore
suggests the examination of a text as a unit of translation with
jts stylistic characteristics, such as text-type, text-=tone and

text-pragmatics.
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While some recommendations for teaching theory are very
specific as illustrated above, others are very broad. Wilss for
instance completes his teaching programme with a course in the
science of translation in the form of tutorials, lectures and
seminars. The aim in the introduction of the science of
translation is to "investigate the various factors involved in
interlingual synchronization process ... which can then be
exploited for a number of theoretical and practical purposes"
(1977: 120). Classes are organised in such a way as to

concentrate on the discussion of language pair based translation

problems.

Reiss' programme also includes some concepts of translation
theory. At a certain stage of the teaching, the learners must be
taught both in theory and in practice ways of handling texts to
be translated. Further, according to Reiss, the teaching should
also comprise an introduction to the history and theory of
translation with particular reference to the function of
transltation, translation methods and translation techniques
related to the basic and specialised forms of translation. The
main aim is to enable the students to grasp the theoretical

principles of translational techniques (1976: 335).

Fawcett (1981) also suggests a fairly comprehensive model
for teaching translation theory. It ranges from the history of
theory and practice to models of translation to text-linguistics.
However, the opposition such as Gravier would claim that this

training method is too theoretically-oriented and too dogmatic.



He claims that translation is essentially an art, therefore
teaching should concentrate on practical exercises (1976: 203).

A similar view is voiced by Hendrickx who also claims that:

Training methods should in the first place be practical
and aim at teaching the art rather than the science of
translation (1975: 102).

It is common to find in reports on translation teaching
programmes that theories are deliberately avoided. In this
respect Ferenczy's report on the Budapest programme is typical:
'No theoretical instruction is given; the training consists
entirely on practical sessions' (1977: 182). Readett who is

opposed to theory, thinks that theory and practice are opposing

entities:

Much has been written about translating, especially
since the war, and in particular about the translation
of scientific and technical documents, has been far too
theoretical and has only confused the issue. No doubt,
information theory and research in terminology have
their place in academic research; nevertheless, there
must surely be elements of long term research, and can,
jn my opinion, contribute Little at the moment, at any
rate, to the solution of the day-to-day problems which
face us (1958: 138).

Following such logic, the absence of theoretical training in
translation teaching is a virtue. Hence 'pragmatic' and
'practical' have become favourite adjectives to describe

5
translation teaching programmes.

To reconcile the two "belligerents', one may suggest that

theory could be made use of during translation exercises.
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Teachers may consider selecting material which contains
translation difficulties, and explain how these can be overcome
on the basis of the application of the adequate theoretical
principle. This is because the proponents of theory seem to
teach this subject in a form of lectures and seminars which is
out of context. On the other hand, the opponents of theory
concentrate on practice which they yet have to define. The only
way one can understand what is meant by practice is that

translation is taught by the rule of thumb.

1.2.4 General studies

Ed
.

Beside the provision of lLanguages, linguistics, translation
theory and actual translation practice, other subjects have also
been recommended to complement the programme. In addition to a
good standard in languages and the mechanism of translation, the
students should also have a good background in general education.
In other words, the ability to understand and translate material
should also be complemented with familiarity with the subject
matter. The programme in this respect covers a wide range of
subjects, such as economics, politics, law and some aspects of
science and technology. These orientations are advocated in

Hendrickx report:

the teaching of languages and of translation should be
supplemented by a 'general' education covering a wide
range of subjects such as economics, politics, law,
technology. This again should be complemented by some
kind of specialization, e.g. in electronics, medicine,

commerce, agriculture, chemistry, the fine arts (1975:
102).
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Students on the Bath course are required to follow courses
in international economics, in international politics and in
certain aspects of science and technology. Specialist staff from
other departments are also invited to give lectures and seminars
in some specialised topics of science and technology during the
course. The aim as Coveney explains is:

To confront the linguist with some of the basic

concepts and some of the technical terminology of
selected fields of science and technology (1971: 24).

Reiss emphasises the introduction of '"a subject competence'.

In her syllabus, she suggests the teaching of the following:

- cultural studies
- specialised subject

- documentation

The introduction of cultural studies in the syllabus, she argues,
is necessary to enhance the students' cultural knowledge of their
foreign languages. This is because language is part of culture
and both depend upon and mutually influence one another. 1In the
context of specialised subject and documentation, the aim is to
teach the students how to acquire specialised knowledge for
themselves. The aim in the teaching of these topics is to bring

the students to a complex understanding of the text (1976: 334).

In the context of cultural studies, Reiss does not specify
the means and ways this topic is to be taught. It is not known

whether she opts for Literary texts or texts dealing with social
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studies. Gravier, for example, is opposed to the teaching of
Literary texts. He advocates mainly the teaching of texts
dealing with science and technology and social studies (1976:
204). similarly, Horn (1966) also suggests the introduction of
social studies in the curriculum for training translators and
interpreters in the USA. He calls this particular subject "area
studies". The course comprises the historical, cultural, social
and political institutions and the human and economic geography

of the countries of the students' foreign languages.

In the context of teaching aspects of science and
technology, the issue of terminology is emphasised in many
writings; "il est evident qu'un travail de terminologie par
exemple peut-etre une bonne orientation vers le metier de
traducteur'" (Michelet 1958: 167). De Vivienne also emphasised

the teaching of terminology in his answer to the Meta (1966)

questionnaire in which the question was: Sur quels sujets Lles

cours de formation deuvaient-ils porter?

In the provision of terminology as it appears in these
instances, the teaching methods are not specific. In other
words, it is not known whether the technical terms should appear
in scientific and technical texts, such as manuals, books, etc
... Or given in a form of lists to be learned by the students.
In this respect Picht (1985) suggests a 'terminology training

course' in which the following elements are recommended:

- Introduction to LSP (language for specific purposes)
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- terminology theory
- theory of concepts
- Lexicography

- documentation

- language planning

According to Picht the aim in a terminology training course is
'to make the students aware of the interdependence which exists

between the special field and its language' (1985: 339).

However, Gravier stresses that the systematic teaching of
terminology is banned. He claims that the best teaching method
is to expose the students directly to the study of scientific and
technical material:

%
IL est plus facile de retenir lLes noms des pieces d'une
machine quand on a vu cette machine sur place en photo
ou en film ou sur Lla planche d'une encycLoped1e. La

term1nolog1e ne s'acquiert qu' a propos de textes
etudies (1976: 206).

On the issue of teaching aspects of science and technology with
emphasis on the acquisition of terminology, even in the method
suggested by Gravier which shows more consistency, one
fundamental question remains pending. Should the students be
taught to acquire a certain repertoire in science and technology
or should they Llearn the whole discourse of science and
technology? 1If it is the former, then some translation tools

such as technical dictionaries may well be a good aid. If it is
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the latter, then how much scientific and technical discourse
should the learners acquire during their training? In other
words, should the translator be trained as a'generalist'or a
specialist? This is another debate among pedagogists. While a
certain amount of specialization is necessary for the translator,
full-scale specialisation is uncommon. At least pedagogists
refer to this issue very cautiously. Some schools aim at
producing 'general' translators who would specialise at later
stages, mainly because of lack of necessary resources, especially
the specialisad staff and the difficulty of predicting the
requirement of future jobs as Hendrickx explains:
Whether this specialisation should take place before,
during or after the actual tuition period remains an
open question, since conditions may vary quite
considerably as regards both the available facilities

for Language study and the nature of the demand of
translation (1975: 102).

Commenting on the issue of specialised vs general training with
reference to the job market situation, Strunz thinks that a
translator should not specialise unless he is expected to be
employed by a specific organisation. He claims that practice and
experience will give the translator breadth of competence, from
which base he can consult with scientists and specialists.
Nevertheless, there is an idea to link a specialised training
with the job market requirements. Citroen (1966) suggests that
schools should maintain close contacts with consumers. The data
collected would indicate the areas of specialisation needed so

that specific tuition can be planned accordingly. However,



Gravier (1967) admits that one of the most difficult tasks for
universities is to train technical translators. The main
difficulty he claims is to find suitable candidates for such a
training. According to him, suitable candidates would be
qualified engineers who would be prepared to take a Llinguistic
training. However, qualified engineers who wouid be prepared to
change their professions are very rare. The alternative is to
seek candidates who have had linguistic and literary training
during undergraduate studies. At this stage, a special pedagogy
should be planned so as to ensure a gradual transfer of the

students' Lliterary training to a technical one.

1.2.5 Practical training

Some pedagogists think that training in the classroom only
is insufficient. They recommend that the trainees should undergo
a practical training within an institution for a certain period
of time. This will enhance their translation competence before
they take up their posts. Moreover, practical training will
provide the students with opportunity to apply their theoretical
knowledge to real situations. The idea of 'stage' was emphasized
by the professionals consulted by Meta when they had to answer
the question: '"Est-ce-qu'on peut réélement former un traducteur
en classe?" L. Forques and R. Mercier answered respectively as

follows:

ps L Y
- que le stage fasse partie du programme d'etudes de fagen a

donner une formation plus professionnelle
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- Lle stage s'imposerait

Most pedagogists and professionals agree that the theoretical
training given in the classroom should be complemented by a
practical one. Michelet also suggests the idea of 'stage'. The
trainees join an institution where their work is supervised by a
reviser. They will get information on the Life of the

organization and learn how to gather the necessary information

(1958: 167).

The Department of Modern Languages at Bath University have
made it possible for their translator-trainees to spend one month
in an international organization where they can gain practical
experience (Coveney, 1971: 24). Commenting on the classroom
training and claiming that it is too theoretical, Roberts
suggests an '"in service practicum-training-scheme'". The scheme
is designed to encourage trainees to work for a certain period of
time in a translation service. The aim is to familiarize
students with the work environment and show the application of
theory to practice. He claims the translation practicum has ten

basic specific objectives which are as follows:

1. Familiarizing the student with the role of a translator in
an office

2. Familiarizing the student with the various functions a
translator may be called upon to perform

3. Fam%tiarizing the student with the tools and equipment

normally available to a translator in an office



10.

Familiarizing the student with different types of
translation done in an office

Familiarizing the student with the equality required of
beginner translators

Accustoming the student to the jidea of revision

Accustoming the student to turning out a "finished product"
Familiarizing the student with the work methods used by
translators

Familiarizing the student with the pressure of word counts
and deadlines

Accustoming the student to working seven or eight hours a

day (1981: 197-200).

Practical work in a professional environment is also considered a

most valuable part of translation teaching (Coveney 1982: 44).

The idea of 'stages internes' was proposed and tried out by

Gouadec:

Ces ]ournees de traduction ont pour but de placer les
etudiants dans Lles cond1t1ons recontrees sur le marche
du trava1L Etant donné la réussite de cette
exper1ence et Les nombreux avantages qu'elle presente
taut pour les etud1ants que pour les professeurs, elle
meriterait d'etre etendue. On pouvrait d'une part .
consacrer une per1ode plus longue a L'un1vers1te méme a
faire des travaux profess1oneLs (stage interne) et
d'autre part envoyer L' etudiant dans Les bureaux de
traduction pour vivre plus concréetement la vie de
traducteur (stage externe) (1981: 275).

The idea of apprenticeship is emphasized by Frerk who pointed out

that 'for practically every other profession the theoretical

training received in school must be followed by formal
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apprenticeship'. His idea is that translator-trainees should
undergo 'practical training under supervision, for at least one

year, preferably two years, in the translation department of a

Large organization' (1967: 193).

Once the student has developed some degree of competence, it
is highly desirable for him/her to be given the chance to do
'real' translating jobs for clients. The A.T.A. suggests that
apart from attachments to translation organizations, it is a good
idea to work for the local community by taking up 'emergency,
charity, and courtesy translation work which does not deprive

professional translators of their right to earn a living' (A.T.A.

1975: 2).

As seen in the description above, translation teaching
writers proposed various methods which they employ as part of the
curriculum. Undoubtedly, most of these methods are invaluable as
a means to an end. What is wanting, though, is an overall view
relating these methods to specific teaching objectives, i.e. when
each should be employed and why. Furthermore, attempts to place
each of these methods in a general translation curriculum and to
explain explicitly the rationale behind such a design will be a

substantial achievement to translation teaching.

In addition to the subjects described above, programmes also
include the teaching of practical translatione exercises. 1In
this subject students are taught how to transfer a text from one
language to another. ALl the pedagogists agree on the teaching

of this subject because it is the ultimate aim in the training.



However, what they disagree on is the method by which it should
be taught, since various methods have been suggested. The
various methods suggested and their advantages and disadvantages

are reviewed in the next chapter.
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CHAPTER 2

2. The Theoretical Aspects of Translation Teaching Methods

Translation teaching, like translation itself, has yet to
develop a full and coherent account of its practice. 1In the
former instance whether to teach theory or not is still being
debated among pedagogists. As regards translation, arguments
whether it is an art or a science have been going on for many
years., Furthermore what makes matters even worse are the many
complexities involved n the translation process. The
complexities are not only linguistic, grammatical, syntactic,
stylistic, but also extralinguistic, sociological, etc. Faced
with all these parameters, it would be easy to get the impression

that translation is impossible.

Nevertheless, various formulations of principles and
practices have been proposed. The context in which these
principles and procedures have been formulated is '"translation
theory".1 According to Newmark translation theory is concerned
with determining appropriate translation methods for the widest
possible range of texts or text—categories. Furthermore it

provides a framework of principles and a background of problem

solving (1982: 19).

2 . . ]
The programme of translation theory is conducted with the
aim of formulating methodological translation principles which
according to Wilss (1982) can be classified in the following

areas of research.
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1. The systematic description, classification and explanation
of language pair specific translation procedures. Within this
context the language pair oriented science of translation is
concerned primarily with those syntactic, lexical and
socio-cultural phenomena in a given language which do not have
one-=to-one correspondences in the syst m of another language and

must therefore be translated by means of compensatory non-literal

transfer procedures.

2. The development of a text-typology relevant to the science
of translation. The two principal research areas here are, first
the defining of textual segments and structures on the
microcontextual level (within the clause/sentencc) (/2 &+
macro—-contextual level (going beyond the clause/sentence rank)
and second, the testing of textually adequate transfer
strategies, while giving consideration to text-syntactic

text-semantic and text-pragmatic factors.

3. The development of objective or at lLeast intersubjective
yardsticks for the assessment of the degree of translation
equivalence with the specific goal of replacing the predominantly
intuitive-judgement of translation quality by explicit textually

based evaluations of translation equivalence (1982: 85).

The aim in the formulation of these principles is to
investigate translation difficulties and to bring about
translation strategies, procedures and techniques, in other words
to investigate what translation is about and how to translate.

The formulation of various principles of translation procedures
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depends on one's view of what language is about. After all, when
one is translating, one is dealing with language. Translators
work with languages. Language is the medium the translator works
on. Consequently any translation theory is a direct outcome of a
language theory as Nida explains:
Anyone involved in translation must inevitably be
concerned with theories about language, since these

influence so greatly people's view about the legitimacy
of certain translation principles (1972: 301).

Catford is also of this opinion:

Translation is an operation performed on languages: a
process of substituting a text in one language for a
text in another. Clearly then any theory of
translation must draw upon a theory of language (1965:
.

Among those, to name but a few, who drew upon language
theory to formulate translation principles and procedures are
Vinay and Darbelnet (1958), Mounin (1963), Nida (1964), Catford
(1965), Nida and Taber (1969), De Beaugrande (1978), Wilss
(1982). Although the concept of translation equivalence has
been an essential issue in translation theory over the last two
hundred years (Wilss, 1982: 134), it was not until the fiftjes
that translation research devoted considerable energy to the
analysis of the transition from a source language text to a
target language text. The studies were set up to investigate
problems of translation and formulate translation principles and

procedures. As a result, they came up with a number of different



classification systems which more or less exhaustively reflect
the diversity of modes of behaviour in translating. The means of
analysis were the application of different language theories such
as the structuralist/grammatical, the socio-linguistic and the

text-Llinguistic.

As regards translation teaching, attempts have been made to
implement these principles in the training of translators. On
the other hand, some pedagogists are sceptical of theory. They
insist more on practice (see 1.2.3). However, even if teaching
methods are practical, they would still contain a shade of
theory. The preparation of any material to be translated would
have as its background at least some theoretical basis. Further
in a piece of translation it is always possible to detect how the
translation process has operated. Therefore in a sense all
translation teaching methods are implicitly based on translation
theory, even when the Latter is not explicitly taught. At least
translation theory should, if anything, help one to understand
better how to translate. From this point of view, translation
theories are by nature didactic. It is therefore not surprising
that the theory and practice of translation teaching usually
reflect the current view on what translation is about. 1In order
to illustrate the existing link between language theory and
translation theory in general and translation theory and
translation teaching in particular, four theoretical teaching

models of translation are suggested as follows:
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A, The philological model
B. The structuralist/grammatical model
C. The socio-linguistic model

D. The text-linguistic model

The models are presented as an evolutionary basis in the sense
that they represent an attempt to show the different stages
through which translation theory has gone. Furthermore they
represent an examination of the application of elements of
language theory to translation theory to formulate translation
principles which in turn were applied in translation teaching.
It is beyond the scope of this thesis to review every single
theory or propose delineation of the stages of development of
language theory, translation theory and translation teaching.
This is simply an overview of the different theories brought
about and a comparison of their applicability in terms of
translating and teaching translation. There are bound to be
important theories and schools of thought not properly covered.

This should not seriously affect the comparison made below.

The purpose of this review of the theoretical teaching

models of translation is as follows:

- to provide some understanding of the Link between
translation theory and translation teaching in terms of

application with the learners in mind.

- to provide a framework for the assessment of the advantages

and shortcomings of each method. This could serve as a
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basis for other teachers to re—-assess their own teaching

methods.

to provide background information for understanding the
mechanism of translation and translation teaching which will
facilitate the execution of this thesis. This will serve as

a means for the analysis of the data.

2.1 The philological model

Philological studie; of language concentrated mainly on the
written form rather than on the spoken, with heavy emphasis
particularly on grammar. Scholars were primarily interested in
establishing philosophical explanations for the rules of grammar.
For example, the rule which tells us the regular plural of an
English noun is formed by adding an "S". However, there was no
attempt to analyse the pronunciation of the plural case ending in
speech. This is because the attitude was prescriptive and the
aim was to teach people how to write w:LL. There was no attempt
to cover certain areas of syntax such as elliptical
sentence-types or flexibility of word-order in Language (Crystal

1971: 36-76; Lyons 1968: 21-37).

Given the fact that the written form of language was the
primary source of examination, it can be assumed that the
philological theory of translation dealt mainly with
corresponding grammatical forms of the source and target
Llanguages and attempted to evaluate their equivalences.
Furthermore, given that at that stage almost all translators were

men of Letters (Newmark 1982: 3), the philological theory of



translation concentrated mainly on Lliterature and poetry.3 There
was relatively low interest in other aspects such as scientific
technological or commercial translation. The philological theory
of translation was primarily concerned with literary texts.
Furthermore, because of its relationship with Lliterary analysis,
problems of equivalence of Literary genres between source and
target languages became so important (Nida 1976: 67). The main

characteristics of this theory can be summarised as follows:

1. translation was considered an art

2. there was a heavy emphasis on aesthetic creativity such as
rhythm, rhyme, assonnance etc ..

3. Little attention was paid to the linguistic operation
involved

4, there were controversial arguments on how to translate.
These included whether translation should be free or
literal; whether poetry should be translated by poetry or
prose.

5. there was relatively low interest in scientific and

technical translation.

2.1.1 Translation Teaching in the Philological Model

Translation teaching methods in European universities during
the early years of their foundation were mainly based on the
practices of classical philology (Citroen 1966: 141). Because of
the philological approach to language studies with emphasis on
grammar and morphology it can be assumed that translation was

taught how to transfer a text from one code to another. Further,
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because of the concentration of translation on literature,

teaching examples would be drawn from this area of study.

The application of the philological approach to translation
teaching is illustrated by Tolstoi (1954) who claims that

trainees can be faced with two main difficulties:

a. text-comprehension

b. text-rendering

The difficulties are of the order of vocabulary and grammar.
Vocabulary can be cleared if dictionaries, bilingual or
encyclopaedic, are used properly. Hence he suggests that
trainees should be taught how to use dictionaries properly:
guand on enseigne la traduction on doit donner a
L:é}éve une liste succinte mais complete d'ouvrages de
reference et de Llivres ou il puisse trouver non A
seulement le mot ou lLe terme qu'il Llui faqt, mais meme
la phrase voulue (il convient de joindre a La liste en

question les dictionnaires idiomatiques etc ...) (1954:
1.

However, if the dictionary proved inefficient such as when the
word is a neologism, then it should be decomposed into its root,

prefix and suffix in order to obtain its meaning.

The grammatical difficulties can be divided into two

categories:

a. simple grammatical constructions

b. complex grammatical constructions



The first category poses no problems for simple grammatical
constructions can be translated literally. Complex grammatical
constructions can be broken down into their lower units, ie

subject, verb, object. Thus as he explains:

pour trouver dans une phrase l'idee directrice, il faut
commencer par determiner tout d'abord les mots les plus
importants, les sujet l'attribut, et les elements les
plus indispensables de la proposition en question ...
en effet si le sens est compris correctement et si Lle
squelette est ébauché juste du point de vue de la
structure il est assez facile d'ajouter Lles mots qui

manquent aux endroits voulus (1954: 12). (emphasis
added)

Tolstoi's method of teaching translation is certainly one of the
most significant contributions to the discipline. The work is
probably the first to give an account of translation exercises
with feed-back from trainees. However, a method which relies on
filling in gaps where necessary is certainly very rudimentary.
The method reflects the philologists' empirical principles of

translation which among others are

- a translator must never add or leave out anything

- a transtator may if need be add or leave out something

2.2 The structuralist/grammatical model

The linguistic theory of transtation was based on comparison
of the linguistic structures of source and receptor languages.
The comparison of Literary genres and stylistic features was
gradually abandoned. The emphasis lLaid on comparing and

contrasting the structures of the languages involved is a direct
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influence of the structuralist approach to language study.
Language was studied as a set of structures with levels and
interrelated parts. The meaning of individual units is

ascertained in their paradigmatic and syntagmatic relation to the

whole system (see Lyons 1968: 70-80).

Translation became a process of interlingual code transfer
ie a linguistic operation (Mounin 1963). The basis of this
theory is contrastive linguistics.and it involves the use of
more-or—-less elaborate sets of rules for matching roughly
corresponding structures, for example the manner in which actives
in language A correspond to passives in language B, the relations
between nominal constructions in language A and parallel verbal

constructions in language B.

The work of Vinay and Darbelnet (1958) is a detailed
comparison of French and English where various rules for a set of
equivalences are formulated. Vinay and Darbelnet identified

seven procedures for translating:

- borrowing, calque, literal translation, transposition,

modulation, equivalence, adaptation

- borrowing occurs at the lexical level. If for instance a
lexical item in the source language has no equivalent in the
target language the translator must resort to borrowing. A
sentence such as "The coroner spoke" is better translated

into French by "The coroner prit la parole". With frequent
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uses this type of word will become part of the core

Llanguage.

calque or also known as through translation occurs when all
the elements which compose the syntagm of the source

Llanguage are literally translated in the target language, eg

science fiction is translated by:
“§lmu Lkhaya:li

Literal translation or word for word translation occurs when
the syntactic structures of the clause or sentence of the
source language text is replaced by syntactic structures of
the target language, eg

English: This train arrives at Union Station at ten

. . ~ -
French: Ce train arrive a la gare centrale a 10 heures

- Transposition is the rendering of the source Llanguage
element by syntactico-synatagmatic structures which have the
same meaning but do not correspond formally because of
changes in the class of words used. eg: "des son lever" is
translated by '"as soon as he gets up'". The substantive
"Lever" is replaced by the verb to get up, because English

does not have a substantive to express this action.

There are two types of transpositions:

compulsory transposition

- optional transposition

Compulsory transposition occurs when-the translators has no

alternative but to translate a substantive, for example in the



source languagelby a verb in the target language; as in the case
in the example above. However, in the event of a reverse
situation the translator has the choice between calque or
optional transposition, for example the phrase "after he comes
back" can be rendered either by "aprés son retour" or "aprés
qu'il sera revenu'". This translation procedure is also
applicable when translating into Arabic. The English phrase
above can either be translated by ' inda ruju:cihi" or "indama:

yarjacu":. The option for the first alternative is generally

that of a literary style.

Equivalence: is the replacement of a source language situation by

a communicatively comparable target language situation. The

purpose is to create a similar effect in the target language as

in the source Language.

eg. French: oeil pour oeil
English: eye for eye

Arabic: aLCynu biLCayni

Adaptation: amounts to textual compensation for sociocultural

differences between the source language and target language
communities. For example, the English phrase "He kissed his
daughter on the mouth" is better translated simply by '"qabbala
ibnatahu bibana:n. Thus communicating the message while
maintaining the sociocultural behaviour of the target language

community.
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Modulation indicates a change in the angle from which something

is seen (changement de point de vue), change in the point of

view.

eg. English: temperature

Arabic: darajat Llhara:ra

Adaptation, in this context, jllustrates the differences in the
ecological conditions in which the two communities live. A
similar event is described in two different linguistic means.
While an English person would describe the weather in terms of

temperature expecting it either to rise or fall, an Arab would

describe it in terms of literally "degree of heat".

The seven standards of translation procedures as formulated

4
by Vinay and Darbelnet can be represented as follows.

Translation procedures

Literal non Lliteral

translation

s

translation

equivalence
borrowing word for word transposition/ modulation

translation

loan

translation adaptation

Fig.2.1 Standards of translation procedures



As shown in Fig.2.1 there are two main categories of
translation procedures: Lliteral translation and non Lliteral
translation. Literal translation includes calque, borrowing and
word for word. Non literal translation includes transposition,
adaptation and modulation. Equivalence can be included in either
the category literal translation or non literal translation.
Equivalence can be achieved by a literal translation as in the
case of '"oeil pour oeil" for "af:aynu bilcayni". It can also be
a non literal translation in case a phrase in the source language
does not have a direct equivalent in the target language. For
gexample, the phrase "his wife wears the trousers” is better
translated by "tussaytiru lmar-atu “alas: zawjiha:, ~ because
"tartadi: lmar-atu assirwa:la" is unidiomatic and does not carry
the connotative meaning of the source language into the target

Language.

These translation procedures offer a technique to the
translator to tackle various translation problems. Their

effectiveness was described by Malblanc in his foreword to Vinay

and Darbelnet as follows:

la stylistique comparee offre une technique nouvelle
pour aborder Lles problemes de traduction quelles que
soient les langues considérées: Il ne s'agit pas en
effet d'une collection de recettes a appliquer
automat1quement, ma1s bien de pr1nc1pes fondamentaux
grace auquels peut-etre dressée la carte de
cheminements qui permettent de faire passer tous les
eléments d'un texte dans une autre langue (1958: 1).
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Other examples contrasting other languages followed later

(Malblanc: 1961; French and German, Friederich: 1969; English and

German).

Catford's Llinguistic theory of translation (1965) is also
based on structural linguistics. He examines the process of
translation on four planes of language as distinguished by Firth
and Halliday. The phonological, graphonological, grammatical and
lexical. He then develops a scale and category model as a basis
for a structural approach to translating. In his model, Catford
categorizes translation shifts between levels, structures,

word=class units and systems.

In addition to the structuralist principles, insights of
generative and transformational grammar also made their way into
translation. Nida (1952) advocated the back transformation of
complex surface structures onto an underlying level in which the
fundamental elements are objects, events, abstracts and

relations. Such an approach was developed essentially for two

purposes:

1. to provide a means of adequate analysis of complicated

grammatical structures in Greek and Hebrew.

2. to determine the least ambiguous structure that might then

serve as a basis for transfer into other languages

Later Nida (1964) further elaborated the use of transformational
and generative grammar to investigate the linguistic meaning in

translation. Nida's use of generative grammar to investigate the
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Linguistic meaning stems from the view of traditional grammar
which claims that structures made up of similar classes of words
have similar meanings. For example, the phrases "his car",
"his failure', "his arrest' and "his goodness', in accordance
with traditional phrase-structure grammar,are treated as
essentially the same, since they consist of a possessive pronoun,

followed by a noun as the head word of the phrase.

However, according to Nida, the relationship between his and
the following nouns is in each %nstance quite different (Nida
1964: 59). 1In "his car", the expression is more or Lless
equivalent to "he has a car'", but in\‘his failure" the
corresponding expression would be "he failed". For "his arrest”
the corresponding form would be "he was arrested" and "his
goodness' is roughly equivalent to '"he is good'". Consequently 1in
terms of meaning, "his car" can be described as meaning "A
possesses B"; '"his failure' is equivalent to "a performs B",
while "his arrest" is equivalent to '"a is the goal of the action

B'", and "his goodness' may be described as "B is the quality of

A".

Similarly the use of transformational grammar can greatly
facilitate the analysis and description of ambiguous expressions.
For example, the expression "The fat major's wife'" may mean that
either the "major is fat'" or "the wife is fat". If the
expression comes from "the fat major has a wife" the former
meaning is intended, but if the expression is derived from '"the

major has a fat wife'" then it is the second meaning (ibid: 61).



The diversity of transformational structures within a

similarity of so-called formal structures may be very great. For

example, "his fine car" and "their beloved ruler" may appear
formally similar, but the meaningful differences are obviously
very extensive. While "his fine car" may be derived from the
kernels '"he has a car'" and "the car is fine", the phrase "their

beloved ruler'" comes from 'they love him and he rules over them".

Nida also states that the most obvious transformations in
English are passives from actives (1964-60). This technique is
very useful when transtating from English into Arabic where
passive forms have to be transformed into active as in the

following example:
"The thief was killed by the policeman"

Given the rules of the use of the passive form in Arabic, it is
necessary here to transform the passive into active. Arabic uses

passive only when the agent is unknown. Therefore this sentence

will have to be translated as follows:
"gatala ash=shurtiyyu aLLis§a"

Thus the application of generative and transformational grammar
can provide useful techniques toc derive goal language sentences.
Further, principles of generative and transformational grammar
were also tried to develop computer translating programmes.
However, the texts produced by these programmes were

syntactically correct, but lLacked cohesion. Therefore
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pre-editing and post-editing by human transtators were always

necessary (De Beaugrande 1978: 12).

2.2.1 Translation Teaching in the structuralist/grammatical
model

Pd

Vinay and Darbelnet "stylistique comparee" is claimed to be

highly pedagogical. Various translation pedagogists recommend
its use in translation teaching (Horleguin 1966; Gravier 1976;
Coveney 1982). 1Its application in the form of contrastive
analysis is illustrated by Perkins (1978) who claims that
Learning becomes easier when similarities occur, while learning
js interfered when contrasts occur. He also claims that the main
difficulties faced by students which usually lead them to errors
are bilingual interferences. He therefore suggests a systematic
examination of the typical functional differences between the two
Languages concerned. This according to Perkins "will enable the
students to grasp and master the equivalents of the most common

structural patterns'" (1978: 236).

Contrastive linguistics is still widely applied in
translation teaching despite the strong criticism it has
received. Lederer pointed out that translation is an essentially

di fferent activity from contrastive linguistics:

Le traducteur ne traduit pas une langue mais toujours
un message (1964: 16)

The difference, therefore, results from the difference between

langue and parole. The text containing a message to be



translated is an instance of parole. Consequently theoretical
equivalence of translating at the level of langue is not
necessarily relevant to the process of translation. Furthermore,

7/
it has also been claimed that although the "stylistique comparee"

method has been found to be genuinely useful by generations of
students, it however lies mainly in its ability to improve their
Language performance rather than their translational competence
(Mason, 1982: 20). Similarly Wilss (1977) states that contrary
to contrastive Llinguistics, translation teaching is parole rather
than Langue oriented. It is theoretically both language
two/languge one, and language one/language two oriented. The
domain of translation teaching is therefore more diversified than
contrastive analysis with its exclusive language one/language two
approach. Moreover, contrastive Linguistics is focused on the
investigation of systemic, context independent Llanguage
one/language two structural divergencies up to clause/sentence
level without taking into account the pragmatic dimension of a
text (1982: 177). Similarly generative and transformational
grammar has also attracted a number of Llinguists who advocated
jts application as a translation teaching technique (Walmsley
1970; Callens 1972). However, on assessment it has been revealed
that its Llimitations are represented mainly in the selection of
the sentence as the maximum unit for syntactic analysis. This
proved to be a serious block to the investigation of
jntersentence structures. Linguistic competence clearly involves
paragraph and discourse competence, for both speakers and hearers

are able to react consistently to the satisfactory or
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unsatisfactory character of larger discourse unitslas Nida

pointed out:

No theory of translation can restrict itself to the
treatment of sentence (1976: 73).

Another Lliability in the standard of generative and
transformational grammar is its failure to deal with certain
lexical structures. The meaning of some lexical elements is
handled in terms of their deep structure outside their context as
De Beaugrande explains:

Chomsky's model was designed upon the assumption of
autonomous syntax, and is not amenable to any larger
scale inclusion of concepts related to meaning

(semantics) and to actual language use in the real
world (pragmatics) (1978: 12).

Clearly then, the structuralist-grammatical approach in a sense
supposes that translation problems can be solved when the
structures of the source language and target language are
maintained in contact. Therefore it can be suggested that the
aim of this method in translation teaching is to prepare good
bilinguals. However, the method leaves other aspects of
translation, such as the use of a particular level of language in
a given situation or the handling of a particular communicative
act in a complex socio~cultural context, unaccounted for. These

are claimed to be the domain of socio-linguistics.



2.3 The socio=linguistic model

The socio-linguistic approach stemmed from a dissatisfaction
with the purely linguistic attempts to analyse language. The
structuralist-grammatical failed because of its inability to deal
effectively with meaning. Unlike Chomsky who explained meaning
in formal terms, deep structure and transformations, the
sociolinguistic school view meaning in its social and cultural
context. Levi-Strauss and Malinowski's studies in anthropology
reminded linguisticians of the cultural dimension of meaning in
language. The idea of investigating meaning from its cultural
level stems rom Von Humbolt's thought that 'the differences
between languages is not ... one of sounds and signs but rather
in the view of the world itself" (quoted in Wilss 1982: 34). The
sociolinguistic theory of translation was also influenced by
Casagrande's claim "that one does not translate languages but
cultures" (1954: 338). Following this view a new concept of
translating has been initiated. This new concept is evidenced in
Nida (1964) and Nida and Taber (1969) who relate translation to
communication theory rather than to a purely specific linguistic
theory. Drawing upon this theory they devised various
translation techniques such as chain analysis, hierarchical
analysis and componential analysis to deal with various levels of
meaning such as the linguistic meaning, the referential meaning,
the emotive meaning and the connotative meaning. The aim is to
bridge the gap between individuals of different cultural
backgrounds. The focus is on the reader's response, or in Nida's

term: the dynamic equivalence. The dynamic equivalence defies



the Sapir-Whorf hypothesis of language relativity. The view
behind this hypothesis is that language influences and determines
the human conception of the world; consequently the cultural gap
is inevitable and not always bridgeable. However, the
dynamic-equivalence method has a universalist assumption:
"anything that can be said in one language can be said in
another" (1969:4). Nida's example of how to translate the
idiomatic expression "as white as snow" to people who do not know
snow confirms the possibility of universal communication. He
suggests that the idiomatic expression can either be translated
by its equivalent in the target lLanguage for instance "as white
as fungus'" or simply expand it to a non metaphorical expression
such as '"very, very white'. The dynamic-equivalence also reminds
the translator of the connotative spheres which may vary from
language to language. It has been claimed for example that "dog"
in English and "kalb'" in Arabic differ in their collective
connotative ranking. An English person associates the word ''dog"
with companionship, whereas an Arab is perhaps more likely to
associate it with a dirty, despicable animal. When translated,
these culture bound intrinsic lexical elements are to be handled
within their situational-contextual occurrence, rather than their

cultural interpretation.

similarly, Catford's theory of translation (1965), although
primarily linguistic and related to surface structure
equivalence, nevertheless moves in the direction of communication
within context and situation. This is illustrated in its

emphasis on differences of dialects, registers, style and their
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implication in translation. Catford defines dialect as "a
language variety related to the performer's provenance or
affiliations in a geographical temporal or social dimension.
Register and style are language varieties related to the
immediate situation of utterance. For example, in translating
Cockney dialogue into French, Parigot would be the target
language equivalent dialect. If it is an informal conversation,
it should be translated by the same level of style. However, in
many cases a change of style or registers involves a
corresponding change of dialect or even language. In Arabic for
example, the classical dialect is hardly compatible with casual

style (Catford 1965: 83-91).

2.3.1 Translation Teaching in the Socio-Linguistic Model

The teaching of the source language culture and the target
Language culture is becoming a standard ingredient in many
translation teaching programmes (Horn 1966, Reiss 1976). The
purpose is to train students to be sensitive to how people
conceptualise the world differently. 1In terms of practical
exercises to train students how to relay the two cultures,
teachers may consider the application of the dynamic-equivalence
method. The students would Learn how to tackle typical cultural
expressions such as idioms, metaphors, cliches etc. 1In this
respect Rokkan (1980) suggests the introduction of prose passages
in the classroom. Her idea stems from the extensive use of
contrastive linguistics which according to her neglects other

aspects of language such as register, tone and implications.
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Further, Rokkan also claims that the introduction of prose
passages will enable the students to gain contextual knowledge
from relevant areas such as literature and social studies. The
prose exercise can also offer excuse for the exploration of

near-synonyms, allied idioms and phrases (1980 :226).

Although the 'prose' theory, register and the culture based

theory have played a considerable role towards a comprehensive
mode! of Language analysis and consequently in translation, they
nevertheless have their Llimitations in terms of teaching. 1In
Nida's theory there is a heavy emphasis on the translation of
Language from its cultural level. This is justifiable as far as
Nida's work is concerned. However, if one can add a further
argument about translation, it can be claimed that one does not

translate cultures, but one translates texts.

Similarly, register theory falls short in its sectionalising
of language into levels such as register, mode and style and
analyses its context from its statistical constituents. For
example, a particular register is a function of a statistically
determined predominance of certain lexical and grammatical
features as Catford states:

Register markers are chiefly lexical and grammatical -
statistical features such as the high frequency ((30% to
50%) of passive verb forms and the low frequency of the

pronouns I, you, she in English scientific register
(1965: 90).

The application of this method in translation teaching will drive

the learners to concentrate on the statistical orientation,
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Lleaving other discourse dimensions such as text=structure and
text-pragmatics unaccounted for. These are claimed to be the

domain of text-linguistics which is dealt with in the next

section.

2.4 The text-Llinguistics model

One of the fundamental changes in modern linguistics is the
gradual shift from 'linguistique de la langue' to linguistique de
la parole'. The shift was initiated by the advent of the
text-linguistics theory. Text-linguistics stemmed from
dissatisfaction with the traditional approach to language study
from a micro-level (word, phrase, sentence) to widen its
interests in the study of the text. The difference between the
two is that conventional Linguistics attempted to answer the
question 'what structures can linguistic analysis uncover in a
language?'. On the other hand, text-linguistics attempts to
answer the following questions, 'how are discoverable structures
built through operations of decision and selection, and what are
the implications for communicative interaction?' (De Beaugrande

and Dressler 1981: 15).

Clearly then, traditional Linguistics attempts to analyse
Language, whereas text-linguistics attempts to investigate
communication. Text-based studies can be traced back to Harris
(1952) who proposed a method of discourse analysis based on the
principles of distribution of morphemes in texts according to
equivalences. Later, various attempts were made to analyse

communication in terms of text and context; text-theory (De



70

Beaugrande and Dressler 1981), text-grammar (Werlich 1976),
text-processing (de Beaugrande 1980), text and context (Van Dijk
1977). The common feature of these studies is the recognition of

the text as the proper unit of examination.

Similarly the unit of translation in the text-linguistic
approach is the text. Translation is regarded as a text-oriented

event; and this has led to the redefinition of its principles:

a. The relevant language unit for translating is not the

individual word or the single sentence.

b. Translating should not be regarded as an exercise in
comparing and contrasting two texts, but as a process of

interaction between the author, translator and reader of the

translation.

Cc. The interesting factors are not text features themselves,
but underlying strategies of language use as manifested in

text features.

d. The strategies must be seen in relation to the context of

communicating.

e. The act of translating is guided by several sets of
strategies which respond to the directives within the text.
One set accounts for the systematic differences between the
two languages. A second set depends on the type of language

use found in an individual text. A third set applies to



systematic instructions of selecting equivalent items within

their relevant context (De Beaugrande 1978: 13).

Furthermore, one of the most significant contributions of
text-linguistics to translation is the classification of texts
into types which has the implication that the way a text is
translated will depend on its type. Further, given that a text
type is identified by its communicative function, the translation
process operates on two levels; co-textual and contextual. The
co—~textual refers to the processing of text-structure and
texture. The contexual refers to the negotiation of a text on
the level of intertextuality. This subsumes the examination of
of text-production and reception which depend on the translator's

prior knowledge of other texts.

The classification of text-types and their relevance to
translation has been discussed by various translation theorists.
Among those, Newmark (1981) classifies texts according to their
function; expressive, informative, vocative and discusses which
category is to be translated semantically and which
communicatively. Hatim (1984) classifies texts into three
categories: expository, argumentative and instructive, and
illustrates their application to set up translation teaching

methods.

2.4.1 Translation teaching in the text-linguistic model

The advent of text—=theory cannot but draw the attention of

the translation teacher on the Limitations of contrastive
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Linguistics and sentence based techniques. Neubert reminds
translation teachers by claiming that "it has become one of the
most common places of translation as well as translation teaching

that we translate texts and not words and structures (1983: 61).

Recent works on text-linguistics are gradually making their
way to translation teaching. This is largely significant in
Reiss' (1976) paper on translation teaching. Text=linguistics
and its subdisciplines occupy a large proportion of her proposed
curriculum. Similarly, in addition to emphasising the place of
text=linguistics in the science of translation, Wilss (1982)
describes teaching methods which are text-linguistic based.
Neubert (1984) is also convinced that translation is text-bound.
He consequently examines a number of questions related to
text-Linguistics, including textual constraints upon the
interplay of grammatical, lexical and stylistic means of
expression and the semantic and the pragmatic equivalence in
relation to text-types and describes their implementation in a

translation training course (1984: 61-9).

Similarly, the examination of the text-typological approach
and its implementation in teaching is illustrated in Hatim's work
(1984). Drawing upon text-theory, text-grammar and

text-processing he identifies three categories of text types:

1. Exposition: this can be descriptive, focusing on objects and
relations in space. Narrative, focusing on events and
relations in time. Conceptual, focusing on concepts and

relations in terms of either analysis or synthesis.
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2. Argumentative: this can be overt (eg the counter argument
"letter to the editor') or covert (eg the case-making

propaganda trait).

3. Instruction: this aims at the formation of future behaviour
either with option as in advertising or witn no option as in

treaties, contracts and other binding legal documents (1984:

147).

Drawing upon this classification, Hatim builds up teaching
strategies. The learners are taught how to identify text-types,
and isolate their communicative function and context. The key to
jdentifying the text-type and its context is to sectionalise it
into supra-sentencial entities which follows the negotiation of

texture, structures and text-samples.

These few examples demonstrate the spreading influence of
text-linguistics in translation teaching. With the popularising
works by contemporary theorists, therefore it is only reasonable
to predict that text-linguistics will establish itself in the

classroom,



CHAPTER 3

3. The Purpose of this Research

The purpose of this work is to investigate translation
teaching methods as applied in practice. The teaching methods as
reviewed in Chapter 2 are hypothetical and theoretical. Their
implementation and workability in practice remain to be
jnvestigated. No major experiment is known to have been
conducted to give an account of their practical implementation
nor to assess their results. The questions to ask at this stage
are: are any of these methods practically implemented in the
classroom? 1if they are not, how else is translation taught? do
other methods exist? what is the learner's reaction to any
particular method practiced by the teacher? This leads to the
assumption that the practice of a particular method would have
jts bearing in terms of learning in which case one question to be

asked would be what are the implications in learning?

In order to suggest answers to these questions, recorded
data were needed. The data concerned are drawn from recorded
translation classes. Translation teaching Llike any other
teaching activity is largely carried out by means of verbal
jnteraction. The task involves the analysis of the interaction
content in order to be able to identify the teaching methods. 1In
order to do this, the system for classroom discourse analysis set
up by Sinclair et al (1975) will be applied to the data. The
system will provide a framework for organising the linguistic

structure of the interactive discourse in translation lessons.
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The structural organisation of the lessons will provide the level
of interaction at which the semantic content of the interactive
discourse will be analysed. However, before explaining what
Sinclair's system consists of and how it is applied to the data,
it is essential to give a brief account of other existing systems
which deal with classroom interaction analysis in order to

justify its application to this research project.

3.1 Classroom interaction analysis

The classroom has not suffered from lack of attention.
There is a large body of research on relationships between the
behaviour of teachers and pupils in the classroom. These studies
have educational purposes. Work has been oriented towards
abstract dimensions that are viewed as useful for characterising
different types of social relationships in the classroom, for
example as dominative or integrative, or to index whether the
emotional climate in the classroom is warm or hostile or to

permit classifying teaching styles as student or teacher centred.
The main broad purposes of such studies are:

i. to describe current classroom practice
ii. to train teachers
jii. to investigate relationships between classroom

activities and student growth

As a means of investigation, these studies devised various

systems of classification to analyse verbal interaction between
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teachers and pupils. The systems known to these studies are

Mishler (1976), Barnes (1969), Flanders (1970), Bellack (1966).

There is also another system which deals with classroom
interaction analysis known as the Sinclair system of the language
used by pupils and teachers but has a different purpose from the
ones mentioned above. The original purpose of Sinclair's
analysis of the language was to try to find a generalisable model
for discourse analysis, in other words for the study of the "way
in which units above the rank of clause and sentence are related
and patterned and the way in which such language functions as
question and command are realised through grammatical structure
and position in discourse (Sinclair 1975: 8). The choice of a
classroom setting was made because the formal classroom yields a
simple type of spoken discourse. The classroom then was a means

to an end not an end in itself.
The purpose in the review of these systems is:

i. to provide some understanding of classroom
activities
iji. to sample a comprehensive system of analysis

which can cope with all the data

3.1.1 Mishler System (Mishler 1967)

Mishler's observations in first grade classrooms is an
attempt to demonstrate how different cognitive strategies and
different values and norms are carried out through language. The

word strategy is used to refer to the principles implicit in an



individual's approach to the world with the aims of learning
about it (1976: 270). The approach was drawn from views 1in
sociolinguistics and ethnomethodology of which the central theme
is the emphasis'on the study of language use with specific
contexts as the key to understanding social relationships and the
social functions of communication. The procedure of
investigation was therefore based on the analysis of verbal

exchanges between teachers and pupils in first grade classrooms.

By analysing the language of teachers' talk, Mishler shows
how some teachers provide continuity in their lessons by
carefully selecting specific words to formulate their statements.
This allows them to provide highly specific ways of cognizing
(sic) the world. Further, by contrasting teachers' speeches, he
shows how some of them engage in a convergent process when they
ask a question and get a series of incorrect answers, instead of
providing additional information to Limit the number of
alternatives. He also shows how other teachers follow a logical

trend to structure the alternative answers to their question.

Mishler also refers to the rules of behaviour the teachers
exercise in the classroom. He demonstrates how for some teachers
the rules of behaviour become subordinated to the exploration of
content. On the other hand, for others the stress is placed on
the control of behaviour rather than on the interest in the
actual content itself, eg

™. T: Big Max used some words that go with detectives. Can
you think of any? Right over here someone.
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(several children speak at once, unclear responses)

What does a detective have to look for when he's on
his way to solving a case? Bill.

A clue.

A clue. Can you think of any clues that Big Max
found in his story Eric?

Tears.
And who do these tears belong to?
Crocodile., (1976: 271)

When they talk about crocodile tears what could that
mean?

Fooling tears.

I wonder if you think this would be true boys and
girls. If Mark or Eric or Gemma or Jim of you ever
have crocodile tears?

No. Yes.
Raise your hand and tell me if you think so David.

When you're faking.

We're going to be seeing an unusual movie this
morning.

What is it about?

I don't think I am going to tell you. I am going to
let you wait and find out.

Aw!

It's done with colours.

In colours?

I don't think it's a story.
Is it a fable?

No.

Is it Batman?



T: Does anyone have a question to ask?
Beth had a question to ask.

C: Is it a movie about how we hear?
T: About how we hear? No.

C: Is it a cartoon?

T: No, it's not a cartoon. (1976: 278)

In the first excerpt (T1) the teacher works directly out of
and with explicit reference to a shared collective experience.
The first statement provides continuity between past and future
activity. The transition is marked by variations in tense in the
sentences that compose the teacher's first statement: '"Big Max

used ..." and "Can you think ..." (ibid: 271).

In example 2 there is no connection among the answers.
Information does not accumulate, the sequence in which the
answers are produced has no significance, and the children have
no basis for knowing whether they are closer to the correct
answer at the end than at the beginning of the episode (ibid:

279).

Mishler's study is very important from the point of
identifying the process of communicating information in the
classroom and its effect on the children's learning. However, he
did not direct his study primarily towards developing a system of
classification to structure his data. Further, it seems that the
elements which served Mishler's analysis were sampled at random.
It remains unclear whether these findings are generalisable or

specific to teaching style.
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Instead of working on any kind of structural framework,
Mishler preferred simply to analyse teachers' statements which he
classifies into two categories: 'substantive' and
‘administrative'. Administrative refers to directives.

Substantive refers to the object under discussion (1976:280).

Such a system of classification excludes the language of the
learners. Implicitly it suggests that the learner's role does
not count for in the classroom activity. The coding procedure is
not clear, ie it is not made explicit when or on what basis a
statement is coded 'substantive' or 'administrative'. ALl in all

the system cannot cope with many classroom activities in detail.

3.2.2 Barnes system (1969) was set out to investigate the

teacher's behaviour, his language and some of its effects upon
the pupils. Barnes defines his study as a preliminary
investigation of the interaction between the Llinguistic
expectations brought by pupils to their secondary schools, and
the Llinguistic demands set up by the teachers in the classroom

(Barnes 1969:13-14).

He further states that the purpose of his study was to find
what consistencies could be perceived which would Llink patterns
in the teacher's linguistic behaviour to the patterns in the
children's learning (ibid:16). Thus an analytical system for
jnterpreting the material was called for which is organised as

follows:
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Teachers' questions

1.

Teachers' questions are divided into four categories:

factual
reasoning (open and closed)
open questions (not requiring reasoning)

social

Pupil participation

1-

2.

solicited

The pupils' participation was analysed in terms of:

their initiation

the procedure by which the teacher handled pupils in
statements or comments

the part pupils take in the lesson

the teacher's handling of jnappropriate contribution

Language of instruction

\

The language of instruction to be investigated at the

Linguistic register used by the teacher

attempt of pupils to use this register

teacher's mediation between the language
experience and concepts of the subject

forms of language used by teachers which might be

outside the range of 11 year olds

Level
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School relationships

This section includes:

1. relationships between teachers and pupils through

Language

2. possibilities of existing differences between the

language of instruction and the language of

relationships

3. style of lLanguage of relationships and its

possible variation during the lesson

Language and other media

use of teaching aids (Barnes 1969: 17-9)

Through the application of this system, Barnes analyses

transcripts of Lessons in detail to demonstrate the teachers'

behaviour in the way they conduct a class. They interupt,

misunderstand and dominate their pupils, eg.

T

Now what we want is a method whereby we can take off
this ... um ... green material ... This green stuff off
the grass and perhaps one of you can suggest how we
might do this ... yes?

Boil it.

Boil it? What with?

Some water in a beaker and ...

Yes, there's that method ... we could do it and ...
(Ibid: 25)



In this extract Barnes shows how the pupil's thinking is
interrupted by the teacher (Some water in a beaker and ...), and

his reasonable suggestion rejected. He further states that these

practices should be avoided for pedagogical reasons.

The results of Barnes' study were statistical, which were
reflected in surveying the number and categories of questions
which occurred in the classroom. He consequently related these
figures to interpret what the teachers were teaching and how it
would be lLearnt by the pupils. By referring to the predominance
of factual over reasoning questions, for example, in the arts
subject Lessons, Barnes concluded that the teachers were more

concerned with information than thought.

Barnes also shows how open questions are not open at all, eg

T: what can you tell me about a bunsen burner, Alan?
P: A luminous and non-luminous flame.

T: A luminous and non-=lLuminous flame. (Barnes 1969: 24)

Further, through the investigation of specialist language,
Barnes shows how teachers are more anxious to teach terminology
rather than concepts, eg
a. T: Now I don't know whether any of you could jump the gun

a bit and tell me what actually is this green stuff
which produces green colour ...

P: er ... um ... water

T: No ... Have you heard of chlorophyl?
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b. T: Where does it go then?
P: To your lungs miss.
T: Where does it go before it reaches your lungs ... Paul.
P: Your windpipe Miss.

T: Down your windpipe ... now can anyone remember the
other word for windpipe?

P: The trachea.

T: The trachea ... good ... after it has gone through the
trachea where does it go then? ... There are a lot of
little pipes going into the lungs ... what are those
called Ian?

P: The bronchii.

T: The bronchii ... that's the plural. What's the
singular? What is one of these tubes called? Ann.

P: Bronchus.

T: Bronchus ... with 'us' at the end. What does
inspiration mean? (Barnes 1969: 118-9)

Through the above concepts, Barnes showed how teachers
confused their learners, and their desire to teach terminology

prevented them from perceiving their true task.

In example a. the teacher's wish to introduce the word
chlorophyl was not only inadequate, but totally irrelevant. 1In
example b. the teacher is focusing more on technical words and

their substitution by their synonyms rather than their function.

Observations like this led Barnes to conclude that these
teachers' attitude and behaviour of communicating knowledge will
prevent them from perceiving their pupils' needs. Talk of this

type would discourage many pupils who would consequently lose



interest in the lesson. However, one can look further and argue

that teachers' introduction of terminology may be the preliminary
part of the topic which will be covered during the term or year,

considering that teaching and learning is a complex and long term
process. Further, teaching styles cannot be objectively rated

from selected items of the teacher's talk during a particular

lesson.

On the subject of pupils' participation, Barnes came up with
very interesting findings. The pupils participate very
passively, because teachers dominate the talk. The reply time is
shared amongst all the pupils which lead them to participate in
silence. Barnes also notes that pupils' participation is low,
and when they contribute, their contribution is not built upon to

match the teachers' expectations, eg

T: You get the white ... what we call casein .. That's ...
er ... protein ... which is good for you ... It'LL help
to build bones ... and the white is mainly the casein
and so it's not actually a solution ... it's a
suspension of very fine particles together with water
and various other things which are dissolved in water

P1: At my old school I shook my bottle of milk and when I
looked at it again all the side was covered with ... er
... Like particles and ... er ... could they be the
white particles in the milk ...?

P2: Yes, and gradually they would sediment out wouldn't
they, to the bottom ...?

P3: When milk goes sour though it smells like cheese
doesn't it?

P4: Well it's cheese, isn't it if you leave it long enough?

T: Can we get on? We'll leave a few questions for later.
(Barnes 1969:28)
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Barnes observes that the lack of continuity in the
teacher-pupil dialogue is due primilarly to the gap of thought
between the two. The pupils do not fulfil the teachers'
expectations, unaware of it, because they relate abstractions and
concepts only to their own experience. However, instead of
attempting to bridge the gap, the teachers returned to the lesson

plan, and ignored the pupils' efforts to contribute.

Although preliminary, Barnes' study is a very important
contribution to classroom interaction. It includes a good deal
of findings on the language of instruction, and on the amount and
quality of pupil participation. It illustrates some of the
Linguistic conceptual apparatus the pupils lack, and how these
kinds of verbal and mental inadequacies cannot be easily dealt
with because of their unpredictability. Unfortunately, the
system is very partial. Although it was designed to include
linguistic data, the analysis concentrated solely on selected
items: for example, the type of questions the teachers ask. The
system was also set up to handle educational purposes. It is a
detailed concentration on the language used by the teachers and
jts effect, and the pupils Learning. The main aim behind this is
to observe teachers' performances and rate their teaching styles.
This is the reason why there is more emphasis on the teachers'
Language, and a limited descéiption of the learners' language.
Briefly, the system was not designed to analyse or characterise
all the language in the classroom, but simply those aspects of

Language which are interesting and relevant to education theory.



Further, there is a large amount of classroom interaction
with which this system is not designed to cope. The structuring
Language in the classroom planning of lessons, the turn taking
system, the functional aspects of participant speech, the
structural format of negotiating information in the classroom

were not included in the system; it therefore ftailed to meet some

criteria necessary to this research.

3.1.3. Flanders system (Flanders 1970)

While pursuing educational aims, Flanders set up a study to
analyse teaching behaviour through an analysis of classroom
interaction. The main purposes Flanders was aiming at were to
help teachers develop and control their teaching behaviour and to

investigate classroom interaction and teaching acts (Flanders

1970: 1).

Therefore, Flanders set up a system to investigate classroom

talk which comprises ten categories:

7 for teacher talk
2 for pupil talk

1 for silence or confusion

Teacher talk

Response

C1. accepts feelings: accepts and clarifies an attitude or

the feeling tone of a pupil in a non-threatening manner.
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Feelings may be positive or negative. Predicting and recalling

feelings are included, eg.

T: My, but this class seems excited! Tell me what
happened on the playground during recess. (Ibid: 40)

C2. praises or encourages: praises or encourages pupil
action or behaviour. Jokes that release tension but not at the

expense of another individual. Nodding head, or saying '"'um hm"

or '"go on", eg

T: George, have you the answer to problem eight?

P: Yes, it is 5286 yards.

T: Good for you! You remembered to convert feet into
yards didn't you? (Ibid: 41)

C3: accepts or uses the ideas of pupils. Clarifying,
building or developing ideas suggested by a pupil. Teachers'

extensions of pupil ideas are included.

P: The rain on the desert would make many plants grow.

-
[} ]

Mary thinks plants would grow because of the rain.
Would you agree or disagree Jerry? (Ibid:43)

Askingﬁguestions

C4: asking questions about content or procedure, based on

teachers ideas, with the intent that a pupil will answer, eg

T: would anyone care to add anything to what has been
said? (Ibid:45)
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Initiation

C5: lecturing: giving facts or opinions about content or
procedures, expressing his own ideas, giving his own
explanations, or citing an authority other than a pupil, eg

T: Now if it is true that Minnesota iron ore reserves are
becoming depleted ... (Ibid:46)

C6: giving directions: directions, commands or orders to

which a pupil is expected to comply, eg

T: Please take out your geography books and turn to page
67. (Ibid:46)

C7: criticising or justifying authority. Statements
intended to change pupil behaviour from non-acceptable to
acceptable manner. Bawling someone out, stating why the teacher
is doing what he is doing, extreme self-reference, eg

T: One of your troubles is that you forgot to follow
directijons. (Ibid:47)

Note that C4, ie asking questions, is segregated from the two

main sections of teacher talk: response and initiation.

Pupil talk

C8: response: talk by pupils in response to teacher.
Teacher initiates the contact or solicits pupil statement or
structures the situation. Freedom to express own ideas is

Limited, eg
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T: What is meant by county seat?

P: It is the place where the county government exists.
(Ibid:48)

C9: initiation: talk by pupils which they initiate.
Expressing own ideas, initiating a new topic, frecdom to deve lop
opinions and a line of thought, Llike asking thoughtful questions,

going beyond the existing structure, eg

“*

T: what did you find most interesting about this unit on
governmental systems?

P: I thought the way the lobbyists operate was very
interesting. (Ibid:48)

€10. Silence or confusion. Pauses, short periods of silence

and periods of confusion in which communication cannot be

understood.

The procedure of coding in this system consists of an
observer coding lessons simultaneously as they happen, not
retrospectively from recording. The encoder's task is to note
the appropriate category for the talk every three seconds
(1970:37). The decoder, in order to build up a profile of the
Lesson, will have to rely on the statistics provided, ie the
number and nature of categories which the participants performed
in the classroom. This implies that the system is designed to
cope with the messages communicated between teachers and pupils,

rather than their structural format.
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Although some categories are related to linguistic data,
asking questions, giving directions, it is more difficult to
assign discourse function to other categories such as accepting
feelings, praising, encouraging. Further, Flanders does not show
how these categories occur in the classroom discourse. He
defines classroom interaction as a chain of events which occur
one after the other, each occupying a small segment of time (3
seconds), often during classroom interaction, a sequence of

events occurs again and again. He labels such a sequence a

pattern.

Referring to the interpretation of initiation and response,
Flanders states that the major feature of this category system
lies in the analysis of initiative and response which is a
characteristic of interaction between two or more individuals.

To initiate in this context means to make the first move, to
lead, to begin, to introduce an idea or concept for the first
time, to express one's own will. To respond means to counter, to
amplify or react to ideas which have already been expressed, to

conform or even to comply to the will expressed by others.

This confirms our understanding of the function of turns to
speak that any utterance calling for another person to speak is
an initiation, and any reply given in compliance to the
initiation is a response. This concept is drawn from Sack's

adjacency pairs which describe turn taking in speech.

However, an examination of some examples and their

respective coding presented by Flanders, shows that his concept
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of initiation and response is somehow confusing and difficult to

be associated to a general realistic viewpoint. 1In the following

examples:

1. T: What did you find most interesting about this unit on
government systems?

P: I thought the way the lobbyists operate was
interesting.

2. P: The rain on the desert would make many plants grow.

T:‘ Mary thinks plants would grow because of the rain.
Would you you agree or disagree Jerry?

In example 1, Flanders suggests that the pupil's statement should
be coded in category 9 which represents the initiation section of
the pupil talk because it calls for an opinion. Similarly, in
example 2 it is suggested that the teacher's question should be
coded in category 3 because it is a reference to a topic
introduced by a pupil. However, in our approach to analysing
participant's utterances in a coherent discourse, we regard pupil
statement in example 1 a response because it is called for by
teacher's question, and the teacher's question in example 2 as an

initiation because it calls for a pupil to answer.

The major drawback of Flander's system is the reliance on
topic rather than on the turn—taking system which determines the
communicative intentions of speakers. His concept of initiation
and response has no solid grounds for being acceptable. The
system has largely been criticised for using time as a basic

factor for coding (Coulthard 1981:3). The Tally method devised
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for real-time coding in this system does not preserve the

sequence of the interaction.

3.1.4 Bellack System (Bellack et al 1966)

The language of the classroom was set up to study the
teaching process through analysis of the linguistic behaviour of
teachers and students in the classroom. While focusing on
Language as the main instrument of communication in teaching,
Bellack's major task was to describe the patterned process of
verbal interaction that characterised classrooms in action. His
subsidiary aim was to study linguistic variables of classroom
discoursein relation to subsequent learning (Bellack 1966:1).
Although Barnes, Flanders and Bellack had a similar purpose, ie
educational aims, with the analysis of classroom interaction as a
medium of investigation, the latter gave a more detailed
description of the classroom behaviour, the roles played by the
teachers, the roles played by pupils with emphasis on their
complementarity. "Clearly the verbal activities involved in
teaching are reciprocal affairs involving both teachers and
pupils" (Bellack 1966:2). However, in Flanders for example, it
seems as if teachers and pupils have their own separate talk,

whereas in Barnes much is emphasised on the teachers.

Furthermore, Bellack has progressed from the point of view
of merely describing the content of messages communicated by
teachers and students to the structural and functional type of

classroom discourse which govern the participant's action. He



suggests that interaction can be described in terms of four moves

which would be defined as follows.

Structuring. Structuring moves serve the pedagogical

function of setting the context for subsequent behaviour by
either launching or halting - excluding interaction between
students and teachers. For example, teachers frequently launch a
class period with a structuriﬁg move in which they focus

attention on the topic or problem to be discussed during that

session.

Soliciting. Moves in this category are designed to elicit a

verbal response, to encourage persons addressed to attend to
something or to elicit a physical response. All questions are

solicitations, as are commands, imperatives and requests (sic).

Responding. These moves bear (sic) a reciprocal

relationship to soliciting moves and occur only in relation to
them. Their pedagogical function is to fulfil the expectation of
soliciting moves. Thus students' answers to teachers' questions

are classified as responding moves.

Reacting. These moves are occasioned by a structuring,
soliciting, responding, or prior reacting move but are not
directly elicited by them. Pedagogically, these moves serve to
modify and/or to rate positively or negatively what has been said
previously. Reacting moves differ from responding moves: while a

responding move is always directly elicited by a solicitation,
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preceding moves serve only as the occasion for reactions
(Ibid:4), eg
T/Str: Now what I started to say I think is that some of
us actually prefer foreign goods.

T/Sol: Well, give us a few things that have this
glamorous appeal to American customers.

P/res: Watches.
T/rea: Now I thought we made plenty of watches in
America.

Contrary to Flanders' topical interpretation of initiation
and response, Bellack regards these two moves as structurally
reciprocal and introduces the reacting move to cope with them.
He describes classroom interaction in terms of linguistic units
or moves. The concept of move is a very important unit in
classroom discourse. It identifies the nature of activity

performed by the participant and calls for subsequent moves.

Moves in turn occur in certain cyclical patterns or
combinations which Bellack labels teaching cycles. A typical
teaching cycle begins either with a structuring move or
soliciting move which serve the function of getting a cycle
underway ... continues with a responding move by the student
addressed and ends with a reaction by the teacher (Ibid:5). He
thus suggests a hierarchical description of classroom discourse.
Lessons consist of a series of cycles which in turn consist of a

series of moves.



Although advanced, Bellack's system doesn't seem
comprehensive enough to handle all the data. Some moves cope
with up to three communication functions, but are assigned only
one Llinguistic unit. Structuring moves, for example, are said to
serve the function of setting the context for subsequent
behaviour, by designating the topic to be discussed during a

particular session.

An examination of the following structuring move will
indicate that at least three communication functions are
performed by the teacher, eg

T/Str: Let's leave out all the products and articles

connected with the difference between an area that
can and an area that cannot.

2 Let's have something Llike beef cattle.

3: Now cattle can be raised in large parts of the

world. We can raise them in the US, we can raise

them in Argentina, we can raise them in most
Europe. (Bellack 1966:138)

Bellack puts this utterance in the framework of a
structuring move, but does not break it into lower units to

describe thoroughly the teacher's different communication

intentions.

We regard 1 as the teacher halting interaction on the
previous topic and close this topic-related cycle. 2 represents
the teacher opening a new cycle by focusing on the topic to be
discussed. 3 represents the teacher providing some information

to the class.
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Similarly, it seems as if the reacting category has been
assigned too many functions. For example, the teacher's
evaluation of student answers, teacher information, teacher's
answers to his own questions not answered by students and handled
by himself, student information all go in the reacting category.
In other words, anything that does not satisfactorily fit in the
3 other moves, is collected by the reacting one. The system is
not extensive and comprehensive enough; it lacks some Llinguistic
units which serve to describe classroom activity in more detail.
A system which offers these advantages is Sinclair et al's (the

language used by teachers and pupils).

3.1.5. The English used by teachers and pupils (Sinclair 1975)

The aim of Sinclair et al was to produce a descriptive
system to cope with all forms of discourse, and in order to do

that it should satisfy four minimum criteria:

1. The descriptive apparatus should be finite or else one is

not saying anything at all and may be merely creating an

jllusion of classification.

2. The whole of the data should be describable. The
descriptive system should be comprehensive. This is not a
difficult criterion to meet, because it is always possible
to have a ragbag category into which go all items not
positively classified by other criteria (sic). For example,
if we find that 95% of the text goes into the ragbag, we

would reject the description as invalid.
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3. There must be at least one impossible combination of

symbols.

4. The symbols in the descriptive apparatus should be precisely
relatable to their exponents in the data ... if we call some
phenomenon a 'noun' or a 'repair strategy' or a ‘'retreat’,
we must establish exactly what constitutes the class with

that label (Sinclair et al 1975: 15-7).

To describe interaction in a class-teaching situation,
Sinclair et al devised a rank scale model based on the principles
autlined for grammatical model by Halliday (1961). The basic
assumption of a rank scale is that a unit at a given rank, for
example word, is made up of one or two more units of the rank
below morphemes, and combines with other units at the same rank
to make one unit at the rank above group. The unit at the lowest
rank has no structure. For example, in grammar 'morpheme' is the
smallest unit and cannot be subdivided into smaller grammatical
units. However, if one moves from the level of grammar to the
level of phonology, morphemes can be shown to be composed of a
series of phonemes. Similarly, the smallest unit at the level of
discourse will have no structure, although it is composed of

words, groups, or clauses at the grammatical level (Ibid: 20).

Each rank above the lowest has a structure which can be
expressed in terms of the units below it. Thus a structure of a
clause can be expressed in terms of nominal, verbal, adverbial,
and prepositional groups. The unit at the highest rank is one

which has a structure which can be expressed in terms of lower
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units, but does not itself form part of the structure of any
higher units. It is for this reason that the sentence is
regarded as the highest unit in grammar. Paragraphs have no
grammatical structure, they consist of a series of sentences of
any type in any order - above comes the domain of style (sic)

(Sinclair et al 1975: 21).

The major advantage of describing new data using a rank
scale is that no rank has any more importance than any other, and
if one discovers new patterning it is a fairly simple process to
create a new rank to handle it. This is in fact what happened.
Originally there were two ranks, utterance and exchange.
Utterance was defined as everything said by one speaker before
another one began to speak; exchange as two or more utterances.

However, there were problems with such categories.

The following example has 3 utterances but how many

exchanges?

T: Can you tell me why you eat all that food? Yes?
P: To keep you strong.

T: To keep you strong. Yes, to keep you strong. Why do
you want to be strong? (Ibid:21)

An obvious boundary occurs in the middle of the teacher's second
utterance, which suggests the existence of a unit smaller than

utterance, which was labelled move (Ibid:21).

At this stage, the rank scale had as its highest unit

exchange consisting of utterances consisting of moves. But later
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it became apparent that a large number of exchanges had
boundaries inside utterances. Utterance as a unit of discourse

was later abandoned (Ibid:21).

The investigation then focused on the exchanges and their
structure in terms of moves. A typical exchange consists of an
initiation by the teacher, followed by a response from the pupil,

followed by a feed-back to the pupil's response from the teacher.

A further examination of exchanges revealed that a set of
words - 'Right', 'well', 'good', 'ok', 'now', recurred frequently
in all the teachers' speech. Their function is to indicate
boundaries in the lesson, the end of one stage, and the beginning
of the next. When used to indicate boundaries, these words are
strongly stressed, uttered with a falling intonation and fol lowed
by a short pause. Their normal meaning is suppressed. 'Now' has

no time reference, 'right' or 'good' have no evaluative function.

These were labelled frame, eg
1. T: Now. I want to tell you about a king who Llived a
long time ago in Ancient Egypt.

2. T: Well. Today I thought we'd do three quizzes
(Sinclair 1975:22).

Teachers very fequently follow a frame within a special kind
of statement, the function of which is to tell the class what is
going to happen. These items are not part of the discourse, but
rather metastatements about the discourse. These are Llabelled
focus. The combination of frame and focus recurring in the

teacher's speech as a procedure to structure lessons into



sections, led Sinclair et al to postulate the existence of a unit

above the exchange which they labelled transaction (Ibid:22).

Further work suggested that many moves like the teacher's first

contribution in the example below to be coded simply as an

initiation was inadequate.

T: Now I am going to show you a word and I want you =

anyone who can - to tell me if they can tell me what
the word says. Now it's a bit difficult, it's upside

down for some isn't it? Anyone who thinks they know
what it says? (Sinclair 1975:23)

This revealed that moves were structured and consisted of small

discrete units: acts.

Sinclair et al emphasised that they have been constantly
aware of the danger of creating a rank for which there is only
pedagogic evidence. In fact, for the largest unit Llesson they
are unable to provide a structure, and it thus has the same

status as paragraph in grammar.

The system offers a description of classroom discourse in

terms of five ranks:

Lesson
transaction
exchange
move

act

Each of these units is related to the one above by a consist of

relationship (sic). Lesson at the top rank roughly corresponding
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