CHAPTER 2
CURRENT TRENDSIN TRANSLATION TEACHING
2.1 I ntroduction

Trandator training has undergone cons derable changes since the beginning of the nineties, attempting
to bridge the gap between the academic and professiona worlds of trandating. Trandation trainers,
often professond trandators themselves, have started to ook at redl trandation Situations, investigating
what makes certain trandations (and trandators for that matter) more successful than others and
incorporating their findings into their approach and methodology of trandation teaching.

It is the objective of this chapter to view the current ALTFC againgt the wider context of trandator
training, thus addressing the first secondary aim of this sudy. However, before discussing the various
approachestoteaching trandation, it will beexamined what trand ation trainers seem to havein common.
The consensus will then serve as a presupposition for dedling with the various gpproaches.

2.2  Theconsensusamong trandation trainers

Scholars on trandation teaching seem to agree on two things: firdly that there is a difference between
trandationin foreign-language teaching and trand ation teaching for professiona purposes and secondly
that a functional approach to trandation should be adopted. The difference between trandation in
foreign-language teaching and trandation teaching for professiond purposes will be discussed fird.

2.2.1 Trandationin foreign-languageteaching ver sustrandation for professional purposes

According to Menck (1991: 108), trand ation became afeaturein language teaching when L atin ceased
to be the lingua franca in Europe and the nationa languages were introduced into the classroom. The
classcsfrom Greek and Latin literature were trandated into the respective nationa languages, with the
Greek and Latin texts astheided on which the nationa languages and literatures were to be modelled.
Wheninthelate 18" century modernlanguages were added to the school curriculum Latin wastill one
of themost important subjects and teaching Latin “aformdised and rigid rituad” (Menck 1991: 108; my
trandation). However, thisformaised ritua wasdirectly transferred to teaching modern languages, with
the main emphasis being onreading and writing. Speaking and hearing were largely neglected because
a language was learned to read its literature and not to communicate with speakers of that language
(Colina2002: 3).

At the centre of thistype of teaching wasthe so-called grammar-trand ation method (Menck 1991: 109-
112). According to thismethod, trandation out of and especidly into the foreign language wasthe main
means to gpply, consolidate and test the lexis and grammar of the foreign language. Trandation mainly
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cong sted in matching vocabulary and grammatical rules on aone-to-one equivaence basis between the
mother tongue and the foreign language. As aresult, artificia sentences and texts were congtructed for
sudents to trandate.

Although the grammar trandation method isnow almost universally rgjected inforeign-languageteaching
its influence can il be felt to this day (Menck 1991: 112; Jakobsen 1994: 144) and has markedly
influenced many people in their perception of what trandation is and whét it entails. Thisis particularly
important in view of potentid initistors of trandation (see par. 2.2.2.1), aswell aslaypersons dabbling
at trandation.

What is then the main difference between trandation in foreign-language teaching and trandation for
professiona purposes? According to Menck (1991: 147-148), trandationin foreign-languageteaching
isameans to an end (Ubersetzung als Ubungsform), e.g. to facilitate the understanding of atext or
test certain cgpabilities (i.e. grammar, vocabulary) in the foreign language. In foreign-language teaching,
trandation is therefore used to achieve purdy L2-rdlevant, and thus completely different, training
objectives (see Krings as quoted in Menck 1991: 148).

In contrast, trandation for professiona purposes (Ubersetzung als Fahigkeit according to Menck
1991: 147-148) isan end in itsdf. It isa skill acquired onthe bassof L1 and L2 proficiency (Nord
1991a 140). Nord considers a certain level of L1/L2 proficiency a prerequiste for the acquisition of
trangfer (trand ation) competence, dthough severd authorsreport afair amount of language study intheir
trandation classes (e.g. Weatherby (1998: 25) with regard to the L2; Conacher (1996: 166) and Lang
(1994: 397) with regard to the L1.) In trandator training, the objective of trandation is to acquire
trandation skills, i.e. trandaion astraining aid and training objective in one.

Since the above trandation methods (i.e. Ubersetzung als Ubungsform and Ubersetzung als
Fahigkeit) areused intraining to achieveradicaly different objectives, trandation in foreign-language
teaching can never be considered as a preparation for trandation for professona purposesasisshown
by Krings (as quoted in Menck 1991: 151). He found that learners were not sufficiently aware of
trandationa problems. They did not reflect on the function of the trandation (see par. 2.2.2), showed
areadiness to trand ate without properly understanding the ST, tended to trandate word for word and
thus produced hybrid language variationsinthe TT, i.e. SL words and structures gppeared in the TL.
This so-called trandl ationese does not only occur in trandations of foreign-language learnersbut isalso
typica in the work of inexperienced trandators'.

Krings (asquoted in Menck 1991: 151) blamesthe above shortcomings on the uncommunicative nature
of trandation in foreign-language teaching. This means that the texts to be trandated are not authentic
and trandation takes place in avacuum, with the trandation having no real communicative function (see
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par. 2.2.2.1). Honig and Kussmaul (as quoted in Menck 1991: 142; my trandation) put the problem
in anutshell when they wrate the following:

Students trandate a text they do not understand for an addressee they do not know. And the
product of their efforts is often marked by a teacher who does not have any practical
experience as atrandator nor any theoretica knowledge in the field of trandation studies.

Even though current trends both in language and trandator training favour a communicative approach
by concentrating on language in communication rather than language asaforma congtruct (Colina2003:
5-6; Menck 1991: 132), there is a marked difference between the two. In language training the
language is the object of study (Mackenzie 1998: 15) and learnerstry to get as close as possible to
netive competence, a competence which is then accessed for production (Colina 2002: 6). In the case
of trandation, language is used as atool and the emphasisisno longer on competence but performance
snce the trandator has to focus on “particular ingtantiations of language use, in specific texts and
contexts” (Colina 2002: 6). Unlike in language teaching where the language system in the brain is
accessed for production, in trandation thelanguage system is accessed viathe ST, which isby definition
anintringc part of trandation irrespective of the stance taken asto its importance (see par. 2.2.2.3).

Stressing the communicative aspect of language training, Menck (1991 474-483) states that for
trandation exercises to be useful in language training they must cease to be mere testing devices for
certain competencies and gpproximate trandation for professond purposes. This meansthat authentic
texts must be chosen and the communi cative Situati on taken into cong deration by giving clear trandation
briefs (seepar. 2.2.2.3). Assuch, trand ation should becomeafifth training objectivein foreign-language
training, apart from comprehension, speaking, reading and writing, to contribute to competence and
intercultural understanding. The communicative aspect of language and intercultural understanding with
regard to trandation will be discussed in more detail in the following paragraphs on the functiona
gpproach to trandation, which seemsto be the second consensus among trandation teachers.

2.2.2 Thefunctional approach to trandation

For the purposes of this study, the functiond approach is mainly seen in contrast to the
linguigtic/equiva ence-based gpproach to trandation. The linguistic-oriented trandation theorists often
used the linguidtic trends of the time for their approach towards a trandation theory. Nida and Taber
(1982), for example, relied heavily on Chomsky’ stransformational grammar, whileHouse (1977) drew
on text linguistics. Centrd to mogt of their efforts was the desire to establish criteriafor the production
and evauation of trandations as well aslay down guidelines for the training of prospective trandators.
This linguistic gpproach to trandation is therefore dso known as the normative or prescriptive
approach.
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One of the features dominating linguistic-based trandation theories and models is the concept of
tranglation equivalence. The discussion on equivalencefirst centred on words and word phrasesand
gradualy included longer units, resulting in the concept of translation unit, which isacohesvedement
somewhere between the word and the sentence or at the leve of the entire text, depending on the
trandation theorist (Snell-Hornby 1988: 16).

Whereas under the influence of sructuralist and transformetional-generative linguigtics the notion of
equivalence was firgt adopted in its mathematical sense, this approach was soon considered to betoo
limiing. Nida and Taber (1982) therefore added the cultural element to their concept of dynamic
equivalence, which measures equivaence by the equivalent response of the receptors (see Chapter 3,
par. 3.2.1.2). Newmark’s (1995: 47- 52) communicative trandation is rather smilar to Nida and
Taber’'s dynamic equivalence, with the ST trandated in such away that the content and language are
eesly accessible and comprehensible to the reader. Newmark (1995:51) goes on to say that even
though not al thewordsin the ST will betrandated, the trand ator must till be able to account for every
angle one. House (1977; see Chapter 3, par. 3.2.1.2) with her pragmati c-semantic approach starts out
with the larger unit, i.e. the text and works down to the smdler units, which isin contrast with Cetford
(1965), who tried to achieve equivaence a the smalest level and if thiswas not possible, worked his
way up to larger units.

One of the problemswith the concept of trandation equivaenceisthat it isbased on the assumption that
thereis a certain degree of symmetry between languages to make equivaence possible (Snel-Hornby
1988: 16). While such a symmetry may exist between some languages (e.g. anong the Romance or
Nguni languages), it may not exit a dl in other language combinations (e.g. between the European and
African languages). Furthermore, most definitions of equivalence tend to put the ST on a pedesta
agang whichthe TT is supposed to be measured and assessed. Inevitably, the TT will fall to reach the
ided because of linguitic and culturd congtraints between languages. By denying that the TT isatext
initsown right, thetrand ation processisrel egated to asecondary activity (see Chapter 3, par. 3.2.1.2).
Sincethe TT cannot, and is often not supposed to, fulfil the same function asthe ST, the equivdence-
based gpproach would prevent trandatorsin many instances from producing bletrandationsfor
their target readers since, for example, adaptations and reformulations are not consdered to be
trandations?.

A wider view of trandation is presented by the functiond approach to trandation, which says that the
trandator should not be guided by the function of the ST, as functiona equivaence would have it, but
by the function the TT isto achieve in the TC, with the function of TT being mainly determined by its
receiver (Nord 1992: 40). Although not based on entirely new idesas, the functional approach wasfirst
consolidated by Hans Vermeer (Rell3 & Vermeer 1984) in the firgt part of Grundlegung einer
allgemeinen Trand ationstheorie (Foundation of aGenerd Trandation Theory), which heco-authored
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with Katharina Reiss, and further developed by Nord in her many publications (see list of sources).
Based on action theory, stating that human action is*intentiond, purposeful behaviour that takes place
in a given dtuation” (Nord 1997: 11), the functiona trandation theory comprises trandation as
intercultura communiceation, trandation as culturd transfer and skopostheory (skopos being Greek for
purpose or aim). These three aspects are interlinked and often overlap and will be discussed below.

2.2.2.1 Trandation asintercultural and inter per sonal communication

The point of departure for the mode of trandation as intercultural communication is the insght that
language and culture are interdependent (Stolze 1994: 156-157). Action becomes communicative
“whenit is carried out through signs produced intentiondly by one agent, usualy referred to as the
‘sender’, and directed toward another agent referred to as the ‘addressee’ or the ‘receiver’” (Nord
1997: 16). The sender and receiver thus form part of a communicative Stuation & a certain time and
place, which adds ahigtorical and cultural dimension to the communication process. The historica and
cultura dimension influencethe senders and receivers' knowledge and expectations, their linguisticand
parainguistic behaviour, theway they assessacertain situation and “the standpoint fromwhich they look
at each other and the world” (Nord 1997: 16).

Whilein an intrdingual communication Situation the sender and receiver are expected to have enough
common ground for communication to be successful, the same may not be assumed in interlingua
communication. Apart from thelinguistic barrier, the cultura background, expectations and world view
of the sender may differ to such an extent that meaningful communication cannot take place. In such a
case, the trandator is not only a linguistic mediator but dso a culturd one. He mediates between the
non-converging world views of the participantsin theinterculturad communicative act, thus*“dlowing the
participants to cooperate to the degree they wish” (Katan 1999: 11). This means that atrandator not
only needs a thorough knowledge of the SL and TL but also of the SC and TC. The role of the
trandator thus goes beyond the actua trandation. Nord (1997: 17) therefore distinguishes between
trandationand trandationd action. Trandation forms part of trandationa action and refersto the actud
rendering of atext. Trandationd action, in turn, includes the whole range of actions performed by
trandators, e.q. deding with clients, giving advice, doing research, etc.

However, trandation is not only interculturd but dso interpersona and comprises a number of
roleplayers. According to Nord (1991a: 5-11), theseroleplayersarethe ST producer, ST sender, ST,
ST recipient, initiator, trandator, TT and TT recipient. Inthislist, Nord makes adigtinction between the
ST text producer and ST sender. The former actudly producesthe ST but may do so on the latter's
behdf (eg. ghost writer). Thismay result in adiscrepancy between the sender’ s intention and the text
written by the producer. The ST produced is generally intended for a ST readership. Although the ST
recipient does not play an active role in the interculturd communication, he ill influences the ST with
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regard to linguistic and stylistic characterigtics. The TT, in turn, differs from the ST in that the Stuation
in which it is produced is different from that of the ST, with the ST sender and TT recipient being
separated in time and space. All these factors have to be taken into consideration by the trandator.

The trandator’ sroleisuniquein that he only hasatrandationd interest in the ST. Hewill criticaly reed
the text asan ST recipient. Based on the trandator’ s competenciesinthe SL and SC aswell asthe TL,

the trandator must be ableto “recondtruct the possible reactions of an ST recipient” and “anticipatethe
possible reaections of a TT recipient and thereby verify the functiond adequacy of the trandation he
produces’ (Nord 1991a: 11). Although the trandator is not the sender of the ST he produces a
communicative text in the TC that contains the intentions of the ST. Any deviations from the sender’s
intentions will have to be communicated to the initiator, who can be any of the individuas involved in
the intercultural communication process, e.g. the ST producer, ST sender or TT recipient (See par.

2.2.2.3 on the role of loydty in the trandation process). The role of the initiator is crucid in the
intercultural communication process because he is the one who actualy wants the text trandated for a
gpecific purpose and issues the trandator with atrandation brief or negotiates with the trandator such
abrief (seepar. 2.2.2.3).

It is interesting to note that in her description of the roleplayers in the intercultural communication
process, Nord (1997: 19-22) shows a clear shift in emphasis from the ST participants to the TT
participants. Nord (1997: 20) defines the main roles in the trandation process (in its narrower sense)
asthose of theinitiator and thetrand ator. Following Holz-Manttéri, Nord (1997:20) makesadigtinction
between initiator, who needs the target text, and the commissioner, who gpproachesthe trandator and
commissions atarget text for a particular purpose and TT recipient. Moreover, adigtinction is made
between the TT receiver and the TT user. While the former is the addressee of the TT (e.g. astudent)
and thus an important factor in the TT production, the latter will put the TT to use (e.g. ateacher). The
text producer is only relevant in the trandation process if the text was produced for trandation,
otherwise hisroleis relegated to producing the ST features. The ST and TT are no longer mentioned
as roleplayers in the trandation process. This could be due to the influence of Holz-Mantt&ri (Nord
1997: 12-13), who considers any type of intercultura transfer astrandational action, irrespective of
whether it involves any source or target texts. The importance of viewing trandation asinterculturd and
interpersond trandfer liesin the fact that the trandator is for the first time considered to be an actor in
the trandation process (see Chapter 3, par. 3.2.1.2). He is no longer restricted to applying transfer
procedures to turn an ST into a TT according to equivaence principles (Stolze 1994: 158). The role
of the trandator is aso highlighted in the following section on trandation as culturd trandfer.
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2.2.2.2 Trandation as cultural transfer

According to Reissand Vermeer (1984: 70), asender of atext can never demand that atextisreceived
inacertain way. He can only suggest acertain understanding of the text. The way the text isunderstood
will depend on the Situation and the respective recipients. Various people will understand the same text
differently, even when they are from the same culture.

A text can therefore only be an offer of information, from which the receiver will choose the piecesthat
are relevant to hisstuation and purpose. In the same vein, every trandation, independent of itsfunction
and text type (genre), isan offer of informationinthe TL and its TC based on information offered inthe
form of a source text in a source language and its source culture. Trandation isthus no longer smply a
transfer of communication but an offer of information on a communicative act thet has aready taken
place (Reiss & Vermeer 1984: 76-77). (Thisisaso how Nord definesthetarget text, i.e. thetrandated
text, in her book (1997: 141).)

Based ontheinformation inthe ST, the trand ator will choose the information in accordance with his (or
the initiator’ Scommissoner’ s) expectations of the target receivers and their Stuation(s) (see dso par.
2.2.2.3 on Nord and loyalty). It is obvious that these expectations and thus the information offer with
regard to the TT will differ from the information offer in the ST because the source and target text
receivers belong to different culturd and linguistic communities (Reiss & Vermeer 1984: 123).

Thisleads to the question of what trandators have to know if they want to take cultura aspects into
condderation. According to Gall Robinson (Katan 1999: 17), the various definitions of culture can be
grouped into externa behaviours (eg. language, gestures, customs/habits) or products (literature,
folklore, art, music, artefacts) and internd ideas, beliefs and vaues. The traditiona teaching of culture
has concentrated on higtory, literature and politica ingtitutions. However, in order to be useful to
trandators and interpreters it hasto shift itsfocus to “ culture as a shared sysemfor interpreting redity
and organising experience’ (Katan 1999:17). Katan (1999:17) goes on to define culture as

a shared menta modd or map of the world, which includes Culture, though it is not the main
focus. The modd is a system of congruent and interrelated beliefs, values, Strategies and
cognitive environments which guide the shared basi's of behaviour.

Any type of shared behaviour isnormally governed by rules, norms and conventions (Nord 1991b: 95-
97). Whilerules are backed by legidation and bresking them will result in punishment, norms are based
on the generd agreement of certain groups to act in a certain way. According to Toury (1980:51),
norms are
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the trandation of generd vaues and ideas shared by a certain community - as to what is right
and wrong, adequate and inadequate - into specific performance-instructions appropriate for
and gpplicable to specific Stuations ... These ingructions, the norms, are acquired - even
interndized - by individud membersof the community during the socidization process, and may
be said to serve as criteria, in comparison with which actua instances of behavior are evaluated
or judged by a group as awhole and by its membersindividualy.

Norms need not be unitary within a certain culture but can dso undergo change in the course of time.
Although the violation of normsis not legdly pendised it may result in socid criticism or even lossin
socid ganding.

Conventions, in turn, are not aways clearly formulated and are often based on “common knowledge
and on the expectation of what others expect you to expect them (etc.) to do in a certain Stuation”
(Nord 1991b: 96). Conventions are not binding, easily replaceable and interndised either by trid and
error or by imitation. Conventions here are meant to refer to the synchronisation of socid behaviour in
general. Trandation-specific conventions, as part of cultural conventions, will be discussed in the
following section (par. 2.2.2.3).

The fact that different cultures have different rules, norms and conventions means with regard to
trandation that the TT will never offer the same or a Smilar amount of informetion as the ST. In the
words of Reiss and Vermeer (1984: 123; my trandation), “a trandator does not offer more or less
information than the source text producer; atrandator offers different information in a different way”.
Asaresult the trandation processisirreversble. The extent to which the offer of information differsin
the TT will depend on the TT receiver and the trandation skopos, which will be discussed in the
following section.

2.2.2.3 Skopostheory

Skopos theory sees trandation as a gpecia and complex type of communicative action. In trandation,
the given Stuation, which is evaluated by a person and forms the bads for further action, is the ST
(primary action). The quedtion is therefore no longer just whether and how further action (i.e.
trandating/interpreting) should take place but dsowhat thisfurther action shouldinclude. All trandationd
decisions as to whether, what and how will be guided by one dominant factor, namely the skopos or
purpose (Reiss & Vermeer 1984: 96 use the termsskopos, pur pose, function or aim synonymoudy).
This means that the what for determines whether, what and how action is to take place. It is more
important that a certain trand ation purposeis achieved than that thetrandation is carried out in acertain
way. The end (purpose) therefore justifies the means (Reiss & Vermeer 1984: 95-101).

Since the trandator cannot always derive the purpose the trandation isto fulfil in the TL and TC from
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the ST or his own experience, he needs a trandation brief. It is @ther given to the trandator by the
initiator/commissioner or established in adiscussion between the trandator and initiator/commissioner.
Thetrandation brief will guidetrandatorswith regard to theinformetion they choosefromtheinitid offer
of information (ST) and theway they packagethisinformationinthe TT. According to Nord (1997: 60),
the trandation brief should contain the following:

- the intended text function(s) (i.e. informative, appdllative, eic.),

- the target-text addressee(s),

- the (prospective) time and place of text reception,

- the medium over which the text will be tranamitted, and

- the motive (reason) for the production or the reception of the text.

If the trandation brief states that the function or purpose must be changed or maintained in the
trandation, the trandator will have to do so since the purpose overides all other trandational
congderations. A trandation will therefore no longer be judged in terms of equivaence principles (see
par. 2.2.2), but interms of its adequacy with regard to the trandation brief (Nord 1997: 35). However,
atrandation must till be coherent.

A trandation iscoherent if it ismeaningful to the target-culture receiver, i.e. “it should make sensein the
communicative Stuation and cultureinwhichitisreceived” (Nord 1997: 32). Thisiscdledintratextual
coherenceand isthusin contrast with intertextual coherence, which refersto therelationship between
the STand TT. Thetypeof ST and TT reationship will depend on the trandator’ sinterpretation of the
ST andthefunctionthe TT istofulfil inthe TC. However, intratextual coherence takes precedence over
intertextua coherence and, as has been shown above, both are subordinate to the skopos.

On the basis of the above principles and theories, Reiss and Vermeer (1984: 119) formulated the
generd theory of trandation, which conggts of five basic rules, with asxth rule stating how thefirg five
rules are interlinked. The sx rules reed as follows:

Q) A trandation depends on its skopos, i.e. itsintended purpose.

)] A trandation is an offer of information in the TC and TL based on an offer of
information in the SC and SL.

3 A trandaion presents an offer of information and is as such not reversible (i.e. the ST
cannot be reproduced from the TT).

4) A trandaion must be coherent in itsdf (intratextua coherence).
) A trandation must be coherent with regard to its ST (intertextua coherence).

(6) The above rules are hierarchicaly interlinked in the stipulated order.
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Reiss and Vermeer's generd theory of trandation thus combines the principles of trandation as
intercultura communication and culturd transfer aswell asskopostheory intofiverulesand ordersthese
rules hierarchicaly according to importance. The numerica order of the rules clearly showsthat in the
functional gpproach to trandation the skopos or purpose reigns supreme, with the informetion offered
and intra- and intertextua coherence in subordinate postions.

As has been shown above, the ST may be sacrificed if so required by the skopos. Nord (1991a 28-30
and 1997: 124-128), however, believes that a trandator must aso take the expectations of the ST
author, initiator and TT readersinto consideration. This means that atrandator may not produceaTT
that is contrary to or incompatible withthe ST author’ sintentions or the TT receivers idess of what a
trandation should be in terms of the prevaent conventions of the TC. Thus, the decision of what may
be alegitimate skoposfor the ST is* based on the conventiona concept of trandation regarded asvaid
in the cultures involved” (Nord 1991b: 94).

Nord (1991: 28) cdls this responshility of the trandator with regard to certain participants in the
trandation process |loyalty (Chesterman 2000: 86 speaks of the accountability norm). While function
refers “to the factors that make a target text work in the intended way in the target Stuation”, loyalty
refers to the interpersond relaionship between the participants in the trandationa communication
process and redtricts “the range of judtifiable target text functionsfor one particular source text” (Nord
1997: 126). Functiondity plus loyaty means that the trandator will attempt to produceafunctiond TT
that isin line with the trandation brief issued by the initiator and will be accepted by the TT recipients
because it takes culture-specific conventions into consideration (Nord: 1991b: 92).

Trandaiond conventions can be divided into regulative and constitutive ones, with regulaive
conventions being subordinate to congtitutive conventions (Nord 1991b: 100). Regulative conventions
will guide the trandator in solving trandation problems below text leve, such as whether imperid or
metric measures are used and whether names of people are trandated or the SL names maintained.
Condtitutive conventions determine as to what will be consdered atrandation in acertain culture (e.g.
just faithful trandations or any type of interculturd transfer).

Trandaiond norms are less common than conventions and may, for example, apply to the trandation
of legd texts, where the trandator has to stay as close to the ST as possible. Moreover, there may be
communities where there are officid stipulations of what a trandation entalls if it is to be officidly
accepted. In such cases, the trandator does not have a choice but must uphold the norm (Nord 1991b:
100).

Asaresult of loyalty, the trandator has to carry out a compatibility test before starting with the actud
trandation task to establish whether, based on the trand ation skopos, afunctiond and loya trandation
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canbe produced. If thetrandator believesthat suchaTT cannot be produced in terms of the trandation
brief he mugt enter into discussions about the trandation task with the respective participants in the
trand ationa communi cation process. If no satisfactory compromise can befound thetrandator will have
to declinethetrandation task. Furthermore, the principle of loyaty dso impliesthat athough trandators
may till focus on certain aspects of the ST and neglect others they must keep the ST sender informed
of those changes. Unlike many other supporters of the functiona approach to trandation, including
Vermear and Holz-Mantté&ri, Nord is not willing to completely dethrone the ST. It will be shown
throughout the remainder of this chapter that therole of the ST in trandation istill acontroversa issue.

2.2.2.4 Implications of the functional approach to trandation teaching

One of the reasons why the functiond approach is useful in trandation teaching is that it encourages
trandationteachersto move away from equivalence-based principles (see par. 2.2.2) and take awider
view of what trandation entails. This hasfacilitated amore profession- and practice-oriented trand ator
training and permitted the incluson of awide varigty of activities professond trandators are asked to
perform (Nord 1997: 117). Such redigtic assgnments are dso beneficid from amotivationd point of
view and prepare learners for red-life trandation situations (Nord 1994a: 66).

Inmaking trandator training more profess on-oriented, only authentic textsfrom recent publicationsand
on topica issues, which Nord (1991a: 147) cdls red texts-in-situation, should be used in the
classroom. Jakobsen (1994: 147-148) takes this approach one step further by suggesting warm texts
to guarantee students continued interest in a task. Warm texts are texts needed for a genuine
communicative purpose and il in the process of being made (i.e. in the trandaion class), with atext
remaning warm for as long as sudents are responsible for it.

By using authentic texts that have to be trandated for different purposes, students are forced to
transcend purdy linguistic structures and work actively as wdl as credtively with different text types
within a communicative and culturd framework. In addition to improving their linguistic awvareness on
an interculturd bags, it helps students to acquire trandation skills. By being able to determine various
skopi for the trandation of an ST, trandation trainers can adjust the trandation task to the levd of the
respective students (e.g. asummary inthe TL of arather complex ST; see Chapter 3, par. 3.2.5).

An important factor in trandator training is therefore the trandation brief (see par. 2.2.2.3), which has
to be supplied to trand ation students with every trandation task. The trandation brief prevents students
from trandaing in avacuum, with their only frame of reference being an educated guess a what might
please their teacher (see par. 2.2.1). Nord (1994a: 65) has found that as a result of specifying the
dtuationinwhich thetext isused by meansof thetrandation brief, trainee trand atorstend to make fewer
linguidtic errors or faultsin their trandations.
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Furthermore, the functiona gpproach is congstent in that it can be applied to literary as well as non-
literary trand ation (unlike the equiva ence-based model) and used for any type of text and language and
cultural combination. It thus makes trandator training more rationa, economical and independent of
linguistic and culturd peculiarities (Nord 19%4a: 66).

Ancther advantage is that by comparing the target Stuation outlined in the trandation brief with the ST
Stuation and function, trandation problems can often be anticipated. Thiswill help studentsto develop
trandation strategies that will gpply to the trandation of the whole text and not just smdler units, eg.
words and phrases (Nord 1994a: 65).

While the trandation brief, and functiona trandation theory for that matter, does not tell the trandator
what todoin detail, it supplies globa guidelines on how to approach the TT. According to Nord (1997:
118), itisnot the purpose of atheory to ingtruct trandators on how to go about their work but to “help
practitioners observe and reflect on what they are doing, on the consegquences that one or another
decison may have for the communicative effect of the target text they are producing”. Despite the fact
that many trainee trandators will il take trandationa decisons intuitively (see par. 2.3.2), functiond
trand ation theories supply them with a theoreticd framework to rationdly judtify certain choices over
others. By being more aware of who or what is guiding their choices, (trainee) trandators will become
more self-confident and, asaresult, more professond. Therest of this chapter will focus onthevarious
tendencies in trandator training based on the functiona approach.

2.3  Tendenciesin trandator training

With the above consensus in mind, there seem to emerge three main tendenciesin trandationteaching
from the literature examined. The first seems to favour guiding students step-by-step through the
trandation process until an adequate TT has been produced intermsof thetrandation brief. The second
approach focuses on the trandation process rather than the finished product and tries to point out and
remedy methodological weaknesses. In the third approach, authors tend to concentrate on
competencies and skills and borrow from the first two approaches whenever deemed useful. These
three gpproaches will be described in more detail below.

2.3.1 Nord and her mode of trandation-oriented text analysis

The main representative of the first gpproach is Christiane Nord, who in 1991 presented one of the
more exhaudtive attempts to dea with the methodology and didactic application of text anadyssin
trandation. Nord putsher modd of trandation-oriented text analysis at the centre of training trandators.
Her mode is based on the so-called New Rhetoric formulaand expressed in aseries of wh-questions
whichare used to andysethe ST aswel asthe trandation brief to point out wherethe ST and TT differ
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and which ST dements can be maintained and which must be changed to produce a functiona TT in
the TC (Nord 1991a 35-140 and Nord 1992: 40-43). The questions are as follows:

Who tranamits
Towhom
what for
by which medium
where
when
why
atext
with what function?

On what subject-matter
does he say

what

(what not)

in what order

using which non-verbal elements
in which words

in what kind of sentences

in which tone

to what effect?

The first set of questions enquires about the extratextual features, which refer to the communicaive
Stuationsin which the ST and the prospective TT function (Nord 1991a: 35-36). By answering these
questions the trandator gets information on the author or sender of the text (who?), the intended
recipient of thetext (to whom?), the sender’ sintention (what for?), the medium or channe by which the
text is communicated, e.g. in written or spoken form or as aflier or brochure (by which medium?), as
wedl asthe place (where?) and time (when?) of communication (text production and text reception) and
the motive of communication (why?). The answers to the above questionswill indicate the function the
text isto achieve (with what function?).

Since the roles of the sender and the receiver were discussed a some length under Trangdlation as
intercultural and interpersonal communication (see par. 2.2.2.1) the discussion will start with the
sender’ s intention. The sender’ sintention isbest explained by contrasting it with function and effect,
which according to Nord (1991a: 47) are “three different viewpoints of one and the same aspect of
communication”. Theintention (what for?) takes the sender’ s perspective and the purpose he wantsto
achieve with the text. However, even the best intentions may not result in theintended purpose, with the
recipient not assigning the function to thetext that the sender intended. Thetext function resultsfrom the
combination of dl extratextua factors and is defined externaly before the text is read by the receiver.
Nord (1997: 40-45) divides the communicative functions of textsinto referential ( content-oriented),
expr essive (sender-oriented), appel | ative (receiver-oriented to dicit areaction) and phatic functions,
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withthelatter establishing, maintaining and concluding contact between the sender and thereceiver (see
aso Newmark'’s classification of functionsin Chapter 3, par. 3.2.1.3). In contrast, the effect of atext
can only be evauated once the text has been read, thusincluding the extratextual aswdll asintratextua
factors. Idedly, intention, function and effect should be congruent, which means that “the function
intended by the sender (intention) is aso assigned to the text by the recipient, who experiences exactly
the same effect conventionally associated with this function” (Nord 1991a 48).

Motive (why?), in turn, does not only refer to the reason but also the occasion why a certain text has
been produced. It refers to an event prior to the communicetive Stuation, e.g. the degth of a public
persondity resulting in an obituary, or also awedding in wedding invitations (Nord 1991a: 67-69). The
moative often pre-sgnals conventiond features, such asformulas or non-verba eements (ablack rimin
a desth announcement), and predetermines intratextual features, such as content, vocabulary and
sentence structure. While the motive for the ST production can normally be gathered from the text
environment, the motive for the TT production should bein the trandation brief. The motive can give
an indication as to the sender, receiver or time and place of text production, i.e. communication.

The place of communicationisimportant from alinguistic point of view, especidly when variousvarieties
of a language exist (e.g. English spoken in Great Britain, America, Audtrdia, South Africa, etc.).
Knowing where the text was produced will supply information asto what variety to expect in the ST
as well asto what variety to usein the TT. A feature that is closdly interlinked with the place of
communication is the time of communication. The time of communication has serious linguistic
implications not just with regard to language use but a so comprehensioninthe case of thetrandator and
recipient. Certain text types and text-type conventions are linked to certain periods and change in the
course of time (also see par. 2.2.2.1 on theimportance of place and time in the trandationprocess).

Regarding the medium, firgt a distinction will have to be made between texts that are tranamitted in
speech and in writing since this will affect text production with regard to explicitness, sentence types,
featuresof cohesion, the use of non-verba e ements (gestures, photos), etc. Sometimesthe spoken and
written medium are mixed, as in the case of speeches that are written to be spoken. In written
communication, however, the medium normaly refers to the type of publication, such as newspapers,
fliers, journds, brochures, etc. The trandator will have to bear in mind that the same media may have
different functionsin different cultures and that the medium will raise the expectations of therecipient as
to the text function (Nord 1991a: 56-60).

The questions enquiring about the extratextual features can be answered before actualy reading thetext
gnceit should be possibleto gather most of the cluesfrom the text environment. If the text environment
does not supply any information asto the Stuation in which thetext isor isto be used the andysis of the
intratextud featureswill often dso supply relidble information on the communicative Stuation. Sncethe
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Stuationnormally precedestheact of communication theextratextud festurestend to be established first
athough thisis not compulsory. Moreover, the above questions build an expectation asto what will be
found in the text, which will be confirmed or disoroved when enquiring about the intratextua factors.

The intratextual factors, enquired about with the questionsin the second column of the abovellig, refer
to thetext itsdlf and include non-verba dements. Intratextua factors can only beidentified after the text
has been read. They are analysed by asking about the subject matter of the text (on what subject
matter?), the content or information (what?), the knowledge assumptions made by the author (what
not?), how thetext isconstructed (in what order?), the non-verba dementsin and around thetext (with
which non-verbal e ements?), the lexical and syntactic characteristics (in which words and type of
sentences?) and suprasegmental features (in which tone?), which serve to stress some parts of the text
and push others to the background (Nord: 1991a: 37).

While the firgt three questions regarding the subject matter, content and knowledge assumptions or
presuppositions supply semantic information, the five questions regarding the text compostion, non-
verba elements, the type of words and sentences used, as well as the suprasegmentd features belong
to the concept of style. The questions regarding the semantic aspects of the text will be dedt with first.

Once the subject matter has been identified (e.g. goorts, financid), the items of information that the
sender chosestoincludein thetext, i.e. thecontent, will have to be investigated (Nord 1991a: 89-95).
The trandator will have to analyse how these information units are linked together, whether there are
any gapsregarding cohes on and coherencein thetext and whether these gaps can be overcomewithout
adding information. This leads to the dimendon of presuppositions (Nord 1991a: 95-100), which
includes dl the knowledge the sender expects the receiver to have in order to receive the message in
its intended function. Presuppositiond information is very important Snce communication can only be
successful if the sender and the recalver “implicitly assume the same presuppositions in sufficient
quantity” (Nord 1991a: 96).

Having dedlt with the semanticinformation supplied by the questionsenquiring about intratextua factors,
the remaining questions will ded with the ylistic agpects of text. Thefirgt of the stylistic aspectsistext
composition (Nord 1991a 100-107). Every text has macrostructural and microstructura ements.
Macrostructur e refersto the composition and ordering of units. First onewill haveto establish whether
the text forms part of alarger hierarchy of texts (e.g. anthology), which will influenceitsinterpretation,
or whether there are sub-texts, having different situational conditions, and thusfunctions, embedded in
the text. Such sub-texts dso include quotations and footnotes.

Other aspects of macrostructure are the beginning and the end of atext, which areimportant regarding
the comprehension and interpretation of thetext. These are conventiond in certain text types (fairy tales,
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letters) and therefore culture-specific. Metatextual items, such astitles or inclusons (eg. so to speak,
as pointed out earlier), dso form part of the macrogiructure because they supply information about
the text. Finally, macrodiructure also refers to the ordering of textua unitsinto chapters, expressed, for
example, by chapter headingsor numeras, and paragraphs, indicated either by non-verba markers(e.g.
indentation, space) or lexica markers (firstly, finally, on the one hand, on the other hand).

The microstructure, in contragt, distinguishes between forma structures (Smple versus complex) and
functiona or semantic structures in the form of information units, utterances, logical relations, etc. The
microgtructural andysis is normaly effected at sentence level and aso deds with the thematic
organisation of sentences and clauses (see Chapter 4, par. 4.4.3), lexicd devices as wdl as
Ssuprasegmenta features (see below).

Regarding non-verbd elements, Nord (1991a: 108-109) makes a distinction between non-verbal
elements, such as gestures, facid expressions, photos, illustrations, types of print, and suprassgmenta
features, which function as“features of verba text organisation” (Nord 1991a: 121). Depending onthe
medium, suprasegmental festures are either redised acoudticaly (e.g. intonation, variation in pitch and
loudness) or opticaly (e.g. capitalisation, italics, punctuation, spaced or bold type).

The choice of words used in atext is determined by intratextua as well as extratextud factors. The
intratextud featuresmainly include the subject matter and content, indicated by thelexicad chainsrunning
through the text. In legal texts, for example, archaic words and very forma structures are often
expected. From an extratextud point of view, factors such as the time, place, sender, medium and
motive can influence the selection of words. For example, the sylistic level of wordsis likely to differ
between e-mails (colloquid) or formd letters. Moreover, the motive of communication may pre-empt
acertan syle or formula (funerd speeches, wedding invitations). The sender’ sintention and statuswill
aso have styligticimplicationsregarding the lexis (colloquid versusformd, form of address) andin texts
writtenin America, Audrdiaor Great Britain one would expect markers of the repective variety. The
trandator will have to andyse why the author chose certain words and expressions over others. This
is particularly important if the function of the ST is or cannot be maintained inthe TT.

From an intratextud point of view, the andysis of the sentence structure (Nord 1991a: 118-120) leads
to information on the characteristics of the subject matter (3mple versus complex), Sructure of thetext,
suprasegmentd features and syntactic figures. However, the sentence structure is not only influenced
by intratextud festures but also extratextua ones, such as the sender’s intention, receiver, medium
(spoken versus written) and the text function (conventiond feetures). The trandator again has to bear
in mind that different languages use different means to stress certain sentence parts, prefer certain
sructures over others (eg. verba versus nomina constructions, gerunds, connectives) and that
depending on the text type the average length and type of sentenceswill vary.
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As has been shown above, the extratextua and intratextua festures cannot be seen in isolation since
they mutudly influence and condition each other. Either in certain combinations or in their entirety, both
sets of factors will produce a certain effect regarding the receiver (Nord 1991a: 130-140). Effect is
thus receiver-oriented since it establishes the relationship between atext and itsrecelver. It isthe result
of the communicative purpose and can influence the receiver’ s socid relationship towards the sender,
level of knowledge, emotional state and future actions (see Chapter 3, par.3.2.1.4 for a practica
gpplication of Nord’'s model).

Once the ST and the trandation brief have been analysed in terms of Nord's model, the trandator
establishes which parameters can be maintained and which will have to be changed in order to produce
afunctiond and loyd TT in terms of the trandation brief. Furthermore, the comparison will dert the
trandator to certain problems that may be encountered when trandating the text. Such problems can
be of a pragmatic (stuationd), culturd, linguistic and text-specific nature (Nord 1991a: 158-160).
Although not dealt with separately most of these problem categories have been indirectly addressed
under the Functional approach to trandation (see par. 2.2.2.1-3) and the above anaysis of
intratextual and extratextua features.

Apart from supplying guiddines regarding the trandation process and trandation strategies at macro-
and microtextud level (seetext composition above), the comparison of the ST and the trandation brief
points to the competencies a trandator should have to carry out trandation tasks successfully. These
competenciesincludetext reception and analys's, research, transfer, text production, trandation quality
asessment, aswell asthe SL/TL and SC/TC (see par. 2.3.3). Incidentally, Nord (1991a: 146-147)
would liketo seetrand ation classes concentrating on trandfer skillsonly, with al the other competencies
having been acquired prior to attending trandation classesin, for example language, cultura study or
introductory courses.

One of the advantages of Nord’smodd of trandation-oriented text andyssin trandator training istheat
the wh-questions are easily remembered and can be applied to any type of ST inany SL and SC, as
wel| as to trandations from and into any type of TL and TC (unlike the equiva ence-based approach
which makes a clear digtinction between literary and non-literary trandations). Nord's model guides
students step by step through the trandation process and encourages them to reflect on the respective
decisons and Strategies taken.

Moreover, Nord' s modd facilitates the smulation of reditic trandation Stuationsin the classroom by
taking awider view on what trandation entails. This is of particular importance in the South African
context where trandators frequently have to digress from trandation proper and adapt or reformulate
textsto makethem bleto often semi-literatetarget receivers (Waker et d. 1995: 112-113). This
mode can aso be used for avariety of pre-trandation exercisesto create an awareness of the various
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text-typesin the mother-tongue aswell asto improve the sudents monolingua writing, adaptation and
reformulation skills (see Chapter 3, par. 3.2.5). The same text can be used for severa trandation
exercises with the difficulty of the task specified in the respective trandetion briefs.

While Nord’s model guides student trandators step by step to afunctiona and loyd trandation, other
trand ationtrainers concentrate on what isgoing on in theminds of professond trandatorsor trandation
students when they trandate rather than their fina product. This leads to the second approach to
trandator training, which is process-oriented.

2.3.2 Theprocess-oriented approach

The process-oriented approach is based on think-aloud protocols (TAPs), which are research tools
used to find out what isgoing on in the minds of trandation Sudentsor professona trandators. In think-
aoud protocols, trandators utter everything that goes on in their minds while trandating and thus give
aningght asto which trandation srategiesthey use, why they usethem, a which levd of training certain
strategies become automatic and where and why certain mental processes result in successful or
unsuccessful trandations. As a result of TAPs, trandation strategies can be classified with the
pedagogica am of derting studentsto potential trandation problems (Kussmaul 1995: 7-9). In contrast
to the process-oriented approach, product-oriented error analysis and trandation quality assessment
look at the finished trandation to describe errors, find reasons for errors and develop pedagogica help
(Kussmaul 1995: 5).

Fraser (1996: 121-134) used TAPs to study community trandators and professonal commercia
trandators to find out where professond trandators differ from students with regard to at least some
of their mentd processes and trandation srategies. Applying her findings to teaching undergraduate
students, Fraser believes that process awareness and the benefit of assgning atrandation brief can be
linked together to encourage sudentsto identify decision-making parametersand devel op an awareness
of the trandation process as a specific form of communication.

Gile (1995: 125-124; 1994) substitutes TAPs with the written problem reports that students have to

submit together with their trandation assgnments (dlso see Fraser 1996: 128). Apart from being a
powerful tool in error diagnoss, problem-reporting forces studentsto reflect on their methods and thus

makes them more receptive to ingtruction, especidly with regard to macrostructurd (global strategy)

issues. In order to help trandation trainersto pinpoint in which phase of the trandation process an error

occurred, Gile (1995: 101-127) devel oped the sequential model of translation.

The sequentid model of trandation is divided into the comprehension and the reformulation phase.
During the comprehension phase, student trandators read a text segment of the ST and mentdly
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formulate a meaning hypothesis, based on their knowledge of the SL as well as the world. This
background knowledge may sometimes not be enough to make sense of the ST and the trandator may
have to acquire additional knowledge by means of research. Once he has arrived a a meaning
hypothes's, it must be tested for plausibility. This means that the trandator “looks at the idea or
information he or she believes that the trandation unit expresses, and examinesit criticaly with respect
to other information possessed so as to detect any contradictions’ (Gile 1995: 103). If the meaning
hypothesisisfound to befaulty, new meaning hypotheses must be generated and checked for plausibility
till asatisfactory oneisfound. This process completes the comprehension [oop.

When a meaning hypothesis passes the plaugbility test it moves on to the reformulation phase. In this
phase, the meaning hypothesis is verbaised in the TT by usng knowledge of the TL as well as
extrdinguigic knowledge. A fidelity check will ensure that the TT verson complieswith the ST unit,
that “none of the information has been omitted in the trandation, and that no unwar ranted informetion
not contained in the source-language trandation unit has been added” (Gile 1995: 104; hisitaics). In
addition, the trandator must make sure that the trandation unit is acceptable from an editoria point of
view, i.e. correct language usage, stylistic appropriateness, etc. Both processes must be repeated until
the results conform with the fiddlity and editoria principles, and thus the reformulation loop is
completed. Once a trandation unit has passed the comprehension and reformulation phase the whole
process will gart afresh for a new trandation unit. Every now and again, severd trandation units
(aggregates, which can be sentences, paragraphs, pages, etc.) must be checked for fidelity and
acceptability. This will ensurethat nothing hasbeen omitted inthe TT, aswell as prevent inconssencies
with regard to syle, terminology and meaning.

Once the modd has been introduced, it can be used as a reference whenever trandated texts are of a
poor editorid quality or trandation errorsoccur. Gile (1995: 119-123) satesthat most of thetrandation
errors found are due either to an inadequate knowledge base or faulty procedures. The former are
manly of alinguigtic nature and include an insufficient command of the S and TL. The latter can be
ascribed to insufficient analyssin the comprehenson phase (Satements are contrary to common sense,
etc.), insufficient effortsin knowledge acquistion (e.g. terminologica errors, deviationsfrom gppropriate
editorid style) and insufficient efforts in the reformulation loop (e.g. a sudent is unable to break out of
aparticular sentence structure or lacks confidence).

Gile(1995: 11) findshissequentia modd of trand ation and the process-oriented approach to trandation
paticularly useful at the beginning of trandator training because teachers need not comment on the
sdlection of certain TT words or linguistic structures but on the processes concerned (see Chapter 3,
par. 3.2.5). As aresult, the teacher hasto beless critica of the product (motivational advantages) but
can till reduce product deficiencies due to incorrect trandation methodology. However, process-
orientation is not sufficient to ensure that sudents reach ahigh level of expertise. For the fine-tuning of
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results, product-orientation will be needed.

An extension of the above ideas seems the radica change of the trandation classroom suggested by
Jakobsen (1994). Instead of trandation teachers lecturing and correcting trandation mistakes and
students performing trandation tasks at home, Jakobsen (1994: 147; see dlso par. 2.3.3) wantsto see
the trandation class as a place in which “students and teachers are active a the same time” and “the
target text is in the process of being created”. Teachers are therefore no longer just instructors and
assessors but collaborators in ardevant writing task, suggesting strategies or relevant tools while the
text is being produced. Written problem reports are thus no longer needed since trandation problems
are addressed immediately while they are il fresh in the sudents minds. The collaboration between
trainers and students emphasi ses the team-work aspect of trandatiorr.

The two concepts of spontaneity and hypothesis testing (Gile's sequentia model of trandation) have
been also picked up in Chesterman’s (1994: 89) adaption of Karl Popper’s idea that “knowledge
advances by means of problem-solving”, with aninitid problem (P1; see Gil€ strandation unit above)
and an atempt to solveit in atentative theory (which could stand for tentative target text but canin fact
be anything from an individud unit to a complete text). While it isimmaterid how this tentative theory
is arrived a (guesswork, rationa deduction, etc.), the crux liesin the rigorous testing of this tentative
theory for errors (error dimination). The more theoretica knowledge the trandator has, the more
demanding the hypothess testing will be and the more rdevant the questions that will be asked of the
tentative theory, thus separating professond trandators from amateurs or student trandators
(Chesterman 1994: 91)*. Once the tentative theory has passed the error dimination phase, theresult is
not a perfect theory (trandation) but a new problem (P2), indicating that a trandation is never perfect
nor finished.

At thispoint, it isinteresting to note that Chesterman (1994: 91) rgectstheimportance of thetrandation
process snce it is of little interest how the trandator arrives a a tentative theory (trandation). The
important factor is what happens when one has got one, i.e. error imination. Despite rgecting the
process-oriented gpproach, Chesterman (1994: 91) quotes Gil€'s sequentid model of trandation as
being dong amilar lines as his error dimination, i.e. tentative theory testing. However, Chesterman’s
model was included in this section because tentative theory generation will work well in groups and
because from a didactic and methodologica point of view, students may have to go back to the
processes and how they arrived at certain solutions in order to be able to eliminate errors.

The approaches discussed so far encourage the use of models or theories to guide students through the
trandation process and help them assess thelr trandations. However, some trandation teachers found
on the basis of their practicad experience that students falled to apply their theoreticd and linguistic
knowledge to solve trandation problems. In attempting to prepare students for professond trandation
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careers, they decided to concentrate on skills and competencies rather than theoretica knowledge.

2.3.3 Thecompetence and skills-led approach to trandator training

Thethird gpproach to teaching trand ation deal swith the competenciesand skillsatrand ator should have
to beableto produce afunctiond trandation in terms of thetrandation brief. According to Wilss (1996:
192), therangeof trandation activitiestogether “contributein amore or lessintegrated way to the build-
up of trandation competence, trandation competence understood as a generic term for trandation
knowledge and skills’.

Although many authors are incongstent and indiscriminate in their use of competence, skill or even
strategies (Chesterman 2000:82-83), dl authors agree for obvious reasonsthat linguistic competence
inthe SL and TL isabsolutely essential and when not included intheli, it is Sated dsawherein thetext
that said competenceistaken for granted. However, bilingual competenceistheided and most authors
concede that language training is aso taking place in their trandation classes. Nord (1992: 47) adds
cultural competence to the linguistic competence since language cannot be seen inisolation but must be
consdered againg the environment in which it functions. Moreover, the necessity of a research
competenceissiressed by most authors, which Critchley et a. (1996: 111-112) call theskillsof subject
expertise and technicad terminology and which is termed knowledge acquigtion by Gile (1995: 141-
155).

Vienne (1998: 112) and Nord (1992: 47) agree that the competence of text reception and analysisis
important but while this competence is listed separately in Nord, Vienne ligts it under trandation
competence. In Critchley et d. (1996: 105), text reception and andlysiswould, takeninitswidest sense,
probably fdl under the kill of targeting a document. A document is targeted firstly, by means of
knowledge engineering, i.e. deciding on what type of information is needed to perform the trandation
task (subject expertise) and specifying who the end user will be (user model), and secondly, by setting
the linguistic parameters for writing an effective target document.

Nord (1992: 44) uses trandation competence in its narrower sense of transfer competence, i.e. what
trandation strategiesto choosefor producing an adequate TT intermsof the communicative and target-
culturd stuation. Transfer competence dso includes the cagpability to compensate for TL deficiencies
by using, for example, pardld texts or close cooperation with a TL mother-tongue spesker.
Interestingly, Nord (1994b: 373) consdersit more advantageous to have agood transfer competence
with alimited linguigtic competence than good linguistic competence without any transfer competence
since transfer competence is a skill gpart and cannot be automaticaly linked to linguistic competence,

Vienne (1998: 112-115), in turn, divides trandationa competence into two basic dements. The first
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eement consstsof the* ability to andyseavariety of trandationd situations’ by defining “the gppropriate
trandation product” (Vienne 1998: 112) and establishing a broad trandation strategy, i.e. how and by
whom the trandation will be used. The second eement of trandationad competence is “the ability to
decide on a strategy for resource research adapted to the trandationd Stuation, as well as the ability
to evauate and exploit the resources necessary to carry out the assgnment received” (Vienne 1998:
113). Vienne's trandationa competence thus includes the research component, which is consdered
separately by other authors. The main focus of Vienne's research is text-type-specific, eventudly
resulting in the compilation of atextary. A textary contains origind (not trandated) TL textsand other
information sources (e.g. articles on particular topics) collected by the trandator for future reference.

In contragt, Critchley et d. (1996: 105) do not even list trandating as a separate kill. They fed that
once the five kills, i.e. targeting a document (see above), specifying the text type, subject expertise,
managing technica terminology and designing effective documents, are mastered, trandating will
automaticaly fdl into place. The ability to pecify text typesis practised by means of a contrastive text
approach. Digtinctive characterigtics of certain text types are established in the SL and TL, based on
dtuationa resemblances (text function, addressee, etc.) and linguistic contrasts (eg. syntax, style)
(Critchley et d. 1996: 107-108). The skills of subject expertise and managing technical terminology are
closdy interlinked. While the former dedls with acquiring enough knowledge and retrieving sufficient
information to write a convincing TL document on a certain subject, the latter is about establishing
bilingua glossaries. These glossaries should not only match up terms but dso classify the terminology
according to entities (objects, people, abstract entities), activities, quditiesand rdations (e.g. definitions,
hierarchies, etc.) (Critchley et d. 1996: 111-113).

Hndly, the ability to desgn effective documents is based on the bdlief that technica writing and
trandation skills sgnificantly overlgp and that trandaors will increasingly be involved in collaborative
efforts to write up and package information effectively. This may not only include writing a text to
required specificationsinthe TL but dso avoiding culturd ambiguities (e.g. meaning of coloursand Sgns
across cultures), designing the format and digning trandationswith graphics, etc. (Critchley et d. 1996.
114-116).

One ability omitted by the authors quoted on competence is speed, which, incidentdly, is the second
of only two competencies that Chesterman (1994) deems necessary in trandators (the first being the
ability to generate a series of possible target texts for acertain source text). According to Chesterman
(1994: 92), speed is “the ability to select from this series [of possible target textd, ‘quickly and with
judtified (ethica confidence)’, the particular verson most suited to a given reedership”.

Robinson’s (1997: 34-39) understanding of speed iswider. According to him, the factors controlling
speed are thetyping speed, thelevd of text difficulty (research required), persond preferencesor style,
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as well as job stress and the general mental state of the trandator. Speed generaly picks up with
increasing experience and automation of the trandation process. However, it isvery difficult to change
one' s own working pace and not everybody can work fast enough to comply with market demands.
Moreover, working under pressure can erode atrandator’ s motivation and dow her down.

While Chesterman (1994: 92) identifiestwo competenciesatrand ator should have, Chesterman (2000:
82) reports three categories of trandation Strategies, with Srategiesreferring to “ potentialy conscious,
goal -oriented proceduresfor solving problems’. His search andtextual strategieslargely overlapwith
the research and transfer competencies discussed above. However, it is interesting that Chesterman
(2000: 82) particularly mentions creativity strategies which atrandator usesto get the cregtive juices
flowing once the trandation flow gets stuck. These strategies include coffee breaks, going for awalk,
deeping over a problem, trying to verbdise it, etc.

Ancther important skill thet is often taken for granted in trandationteaching is reading comprehension.
Mitchdl’s (1996) paper is based on the fact that a reader does not derive meaning from the surface
structure but the deep structure of atext. Trandators should therefore not be bogged down by words
and syntax but creaste amental picture of the substance of atext and “look at this crested image from
al angles, thus getting the effect of spaces, the connotations and implications contained in the text, the
unexpressed, the non-dit” (Mitchdl 1996: 94; her italics). This mentd image will then serve as the
templatefor the TT. It will help trandatorsto immerse themsdaves completely in atext without using any
words and give them the confidence to produce a firgt draft trandation which is logic and coherent.
Seleskovitch and Lederer (1995: 3, 24-25) cdl this process of mentad imaging deverbalisation and
condder it an important processin the training of interpreters.

Coalina (2002: 10-13) dso reports that reading should no longer be consdered a linguistic decoding
operationsincein order to comprehend readers do not only interpret the meaning of wordsand phrases
but dso use their exigting knowledge on the subject matter. This means that trandators do not haveto
know every word to understand atext and resort to adictionary as soon asthey encounter an unknown
word. Colina (2002:12) suggests that new language teaching reading materid should be used in
trandation classes snce they are designed to facilitate comprehension processes and will thus change
student behaviour and comprehension far beyond the mere linguidtic.

Although there ssems some disagreement asto the competenciesrequired by atrandator and deviations
asto the classfication of skills and competencies, thereis generd agreement on the importance of text
production competence and the ability to specify text types, two skillsthat seeminterrelated. Critchley
et d. (1996: 106-107) treat specifying text types as a separated skill snce alack of textua aaility will
lead to covert (non-binary) mistakes. Since trandators are text producers in the TL they should be
familiar with TL text-type conventions. By teaching different text-types ether intrdingualy and/or
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interlingualy, the trandation is organised around “the andys's and experience of text-types’ (Critchley
et d. 1996: 108), resulting in interdependent documents. Interdependent documents, i.e. the ST and
TT have the same gtatus, are either paralle, eg. multilingua versons of the same text, or fully equal,
where culture-specific adjustments have been effected.

While Critchley et d. (1996) usetheterm parallel to describe one of the relationships between an ST
and aTT, Schéffner (1998: 84) uses the term paralld differently when she suggests the sysematic
andyss of pardlle textswhich are, and she quotes Neubert, “L, and L ; textsof equd informitivity which
have been produced in more or lessidentical communicative Stuations’. Schéffner (1998: 87) bdieves
that text-typologica conventions are a criterion for the qudity of the TT sincea“TT that conformsto
the target culture expectations will in @l probability fulfil its intended function in an gppropriate way”.
Comparing texts dlows trandators to adopt structures and lexicd items from actud usage in pardle
texts in the TT. Since the main emphasis is on TT production the trandation process becomes
prospective i.e. the TT isat the centre of thetrandationa action, with the ST being only one of severa
factorsinfluencing the TT.

By usng adightly different angle, Jakobsen (1994: 145) advocates text productionin L1. Her point of
departure isthefact that trandation dways beginswith the need for such atext, and the same questions
are asked when an L1 text is to be created. In Jakobsen's classes, students are therefore first trained
in L1 writing skills (bearing in mind that her sudents trandate into L1), with some of the pardld texts
supplied to the students using the L 2. Then the amount of pardld textsinthe L2 isgradudly increased
until it is no longer clear whether students hone their writing skills in the L1 or actudly trandate.
Trandating as such isintroduced only at alate stage in her trandation class because Jakobsen (1994:
146) isconvinced that “ placing trand ation within thewhol e spectrum of text production, and congstently
exposng students to authentic parald texts, will help them develop greater criticd awareness of
acceptability norms and textud modes in the target language’. At the sametime, thiswill prevent them
from producing pseudo-texts, e.g. TTswith SL interference or TTsthat violate text-type conventions
(seepar. 2.2.1).

Fraser (1996) dso comments on the usefulness of andysing L1 text-types for boosting student
trandators confidence, which prevents them from clinging to words and bilingua dictionaries. A new
and easlly applicableideaintroduced to her trandation classis“ contextudised brainstorming of English
vocabulary in ardevant subject area prior to starting thetrandation exercise’ (Fraser 1996: 131). This
helps with the recognition of L2 terms and results in fewer vocabulary errors.

While the above authors promote trandation into the L1 or the mother tongue, Wesatherby (1998: 21)
uses the text-type-specific gpproach in her class for trandation into the L2. This procedure consists of
sudying origind L2 texts, producing origind L2 texts, studying L1 texts, error andysis (i.e. Sudying
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poorly trandated texts; in contrast to Vienne 1998 above) and lastly, trandating carefully selected texts.
She believes that the best and most useful results are achieved when students immerse themselves
completely into the respective text typesbeforethey start trandating®. It isworth noting that gpart from
studying poor trandations, Wesetherby’ s students must also practice their text-production skills in the

respective L2 text-type.

At thispoint, it should be mentioned that trandation into the L 2 israther controversid and frowned upon
by many trand ation scholars and teachers. Thisisbased on the assumption that most trand atorslearned
their mother tongue first and one or more foreign languages at alater tage. Asaresult, they are more
confident and comfortable, and thus more efficient, in their mother tongue. They are what Wilss (1999:
10) cdls compound bilinguals. In contrast, coordinate bilinguals have grown up or spent the better
part of ther childhood in a bilingud environment and are thus equaly competent in both languages. It
istherefore awiddy held belief that only coordinate bilinguas should trandate into aforeign language.

However, Weatherby (1998: 21) maintainsthat the aboveattitudeis contrary to professiona trandation
practice snce more than hdf of the work produced by professond trandatorsisinto the L2. Thisis
corroborated by Mackenzie (1998: 17-18). According to her, there are only a few countries in the
world where mgor (commercid) languages are spoken and which have a sufficient supply of native
Speskers of other languages who are capable and willing to trandate into their L1. Thisis a particular
problem for languages of limited diffuson (LLDs), such as the Scandinavian and African languages.
Although many speakers of languages of limited diffusion will, out of necessity, learn one or severd of
the mgor commercid languages, there are far fewer native speakers of the mgor languageswho have
aaufficient command of an LLD to trandate effortlesdy and successfully into their L1. For example,
many African languagetrandatorsa so haveto trand ateinto English becausethereare not enough native
English speskers who are cgpable of trandating from the African languages.

Moreover, mother-tongue knowledge of the SL may be necessary for a proper understanding of STs
that are of atechnicd nature. Insuch acase, it may be preferable to have atrandator convey the content
accurately at the cost of grammatical and stylistic errors. Epecialy when it comesto specidised texts,
it seemsthat even trandators trandating into the L1 first have to familiarise themsdves with the specific
text-type and the respective terminology (see Jakobsen 1994 and Fraser 1996 above). It should
therefore be possible for a trandator to produce auseful TT in the L2 after proper research and
preparation. As alast point, it seems that especidly with regard to sudent trandators, interference
seems to work both ways, i.e. when trandating into the L1 aswel asinto the L2.

Basad on the literature examined in this study, it seems that the debate will ill continue for sometime
with regard to the competencies and skills trandators should have, the legitimecy of trandatinginto the
L2, therole of the ST or trand ating being a separate competence or not. Perhaps the competenciesand
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ills could be summarised in Mackenzie' s (1998: 16) wordswhich say that professond trandatorsas
experts must be able“to ask theright questionsand (...) know how and whereto look for theanswers’.

2.3.4 Concluson

The main emphads of this chapter was on the three gpproaches to trandation teaching that emerged
from the literature examined and included Nord's mode of trandation-oriented text analyss, aswell
as the process-oriented and skills-led approaches. In conclusion, it seems safe to say that far from
being mutudly exclusive, the three gpproaches actualy complement each other. Although Nord's
approach to trandation teaching seems the most comprehensive, she takes most of the trandation-
relevant competencies for granted and seems to concentrate on transfer competence only in her
trandation classes. Thisisrather unredlitic, as has been seen in the discussion above, since only very
few sudents redly have al the kills to actudly apply her mode in its entirety. However, even those
authors who are not convinced of the importance of the ST and who siress the contrastive analys's of
text types, do require a means to analyse the ST. Here Nord's model of trandation-oriented text
andyss is very vauable since her wh-questions can be asked by and guide students at dl levels of
training, even though the complexity of the answers may differ. On the other hand, the findings of
contrastive textology may help those following Nord's gpproach to overcome some of the culture-
gpecific and pragmatic trandation problems.

In the same vein, text-typologicd findings are dso needed in Gil€' s process-oriented gpproach during
hypothesis testing, whereas severa of the above authors use the process-oriented gpproach in their
trandation classes (e.g. Fraser 1996, Jakobsen 1994). Moreover, Weatherby (1998: 24) modified
Gile s sequentid model of trandation by studying origina L2 texts before trying to make sense of the
different individud trandation units. Although the difficulty of the various stages vary, with the
comprehens on phase being easier for Weetherby’ s sudents and the reformul ation phase more difficult,
she found themode rather useful. Perhapshere Nord' stransfer competence could benefit from studies
into students' methodologica strengths and weaknesses (e.g. TAPs and problem reports).

While researching the field of trandation pedagogy, which according to Wilss (1996: 192), is “the
theoreticd pillar of empiricd trandation teaching”, one thing became rather obvious, namdy that most
of the literature ded swith trandation teaching a universty and technikon levd, i.e. & tertiary leve (see
Chapter 1, par. 1.1.1.2). Hardly anything has been written about trandation training for sudents with
very little, or even without any, forma educationd qudifications, which isthe main problem that isbeing
addressed in this study, i.e. whether the current ALTFC is rdevant within the DOD environment,
especidly in view of the fact that the candidates attending the course lack a uniform linguistic
background and the course duration is only four weeks.
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One of the authorswho has dedlt with non-forma training in South AfricaisRobin Trew (1994). In his
paper on The development of training models for African languagetranslatorsand interpreters,
delivered at aninternationa conference hosted by the Linguistics Department of the University of South
Africa (Unisa), Trew (1994) discussed the very difficult circumstances (linguistic, palitical, professond
and lack of training) under which African language trandators and interpreters often work. His pilot
training programmes (1 one-month course for interpreters and 1 one-month course for trandators)
showed that the skills required by African language trandators and interpreters in South Africa are
different from those required of practitioners working in English and Afrikaans or in foreign languages
(Trew 1994: 85). Moreover, for training programmes to be successful they will have to be based on
the concrete experience of trandators and interpreters dready providing services in the African
languages. It must be mentioned that Trew mainly worked with practisng trandators and interpreters
in his pilot training programmes and not novices to trandation and interpreting.

Another author who has given the South African Situation some thought with regard to African language
trandation and interpreting is Danid Gile (1998), who acted as keynote spesker at the internationd
conference Language facilitation and devel opment in Souther n Africa, heldin Pretoriaon 6-7 June
1997. His keynote address was entitled Flexibility and modularity in trandator and interpreter
training. Gile redisesthat certain aspects of European trandator and interpreter training may not suit
reldive newcomers to trandator training, such as South Africa, especidly in view of the fact that
Europeantraining programmesam at producing top quaity professonds. In contrast, African language
trandators and interpreters in South Africa often cater to atarget population that is not highly literate.
Even though the training of top quadity professionas should dso be the ultimate god of trandator and
interpreter training in South Africain order to upgrade the professon as a whole and to improve the
career opportunities for trandators and interpreters, Western approachesto trandator and interpreter
training will take too long to address the South African trandation and interpreting needs in terms of
qudity and quantity. Moreover, many of the practisng trandators and interpretersin South Africa may
not even qualify to attend training coursesat tertiary indtitutions, despitethefact that they have produced
useful work.

In order to address training Situations such as in South Africa, Gile (1998: 84-85) explores the
possihilitiesof modularity, i.e. presenting trandator and interpreter training in autonomous|earning units,
and the reaulting flexibility in adjugting parts of the training programme to specific sudent needs.
Modules can concentrate on encyclopaedic knowledge building, which may include anything thet is
deemed useful from a trandation and interpreting point of view, and skills building. Skills-building
modules could, for example, include transfer, research and linguigtic skills. However, Gile (1998: 82)
admits that not enough research has been done to show whether, from amethodologica point of view,
useful trandator and interpreter training can be provided to students with a limited knowledge of the
wor|d and the languages involved.
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The literature survey conducted in this chapter thus mainly produced current trendsin trandator training
at tertiary indtitutions and partidly addressed the first secondary aim of this study, i.e. to establish
current trends in trandator training and the extent to which they can help to improve a trandation
facilitation course é the level of the ALTFC (see Chapter 4, par. 4.3 and 4.4 for possible answersto
the second part of the first secondary am). However, African language trandation facilitation in the
DOD must be seen againgt the background sketched above. It is therefore the purpose of this study
to shed some light on whether trandator training in the form of the ALTFC isrdevant within the DOD
environment and to sudents with an aleged limited encyclopaedic and linguistic knowledge (first main
am). Thisincludesthe establishment of whether the students' needs are addressed (second secondary
am).

The focus of Chapter 3 falls on how the first main am and the second secondary aim of this study will
be accomplished. Chapter 3 will first ded with the redlities in the DOD by looking at the current
ALTFC. Moreover, it will investigate the methodologica aspects of good questionnaire design and
then examine the Survey for the revision of the African language translation facilitation course
at D Lang as the research instrument for the empirical part of this study.



Endnotes

1 Tranglationeseisin contrast towhat Baker (1998: 481), following Frawley’ sterminology, cals
the third code. The third code does not refer to faulty or substandard language found in
trandations but to the language typically produced by professond trandators due to the
pressures and nature of trandation as a communicative event. The type of language patterning
common to trandations is currently at the centre of corpus-based trandation studies and
includesphenomenasuchasexplicitation, smplification, normalisation/conservatismandleveling
out (opting for amiddle course where two extremes are concerned; Baker 1996: 180-184).

1 Walker et d. (1995: 102-106) point out that such arigid gpproach to trandation would pose
a serious problem regarding the training of African language trandators since trandators
frequently have to adjust texts to make them accessible to an often semi-literate target
readership.

2. Conacher (1996: 164-178) a0 reports her successwith bilingua workshops. She dividesthe
trandation classinto smaller groups, with the mgority of the group being L1 speakersand one
or two L2 speskers. Students bring their individua trandations to the trandation class, which
the group then mergesinto agroup trandation that isto be handed in to the trandation trainers.,
The trandation trainer then chooses the most successful trandation or provides a composite
trandation for discusson during the following class.

Mackenzie (1998: 18) has trandation students work in groups only during thefirg hdf of their
trand ation course since teamwork seemsto be the norm in atrandation company environment.
She reports very useful results, especidly when trandating into the L2.

3. Viaggio (1994) provides an interesting discussion on the relevance of trandation theory to
trand ationpractice by showing chronologicaly (sarting with VVinay and Dabernet) and by using
concrete examples how certain ingghts and theories will inevitably influence the decisons a
trandator takes when performing a trandation task.

4, See dso Lang (1994: 397), who points out that student trandators do not seem to struggle with
foreign language competence as much as with mother tongue competence.



