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Mutual Corroboration between
Illustration and Text: On the Source Text of
Timothy Richard’s English Translation of Xiyou;i

Xiaofang Wu

Xiyouji ot Journey to the West, a Ming Dynasty novel, was partially translated into English
under the title A Mission to Heaven in 1913 by Timothy Richard, a British missionary,
and published in Shanghai by The Christian Literature Society for China, where Richard
was serving as the general secretary. Being the first English abridgement of Xiyoui,
this rendition has received growing academic attention in recent years and has inspired
several interesting studies, which generally focus on how the translator applied the
teachings of Christianity to the interpretation of the novel. However, there has been a
misconception of the Chinese text Richard translated, as researchers did not carefully
examine the source-text issue. By looking at archival materials, Chinese rare books, and
the newest research results regarding the textual issues of Xiyouji, and by comparing the
illustrations and the text proper of Richard’s translation with various versions of the
Chinese novel, this paper demonstrates that the source text of Richard’s translation is
Huitn Zengxiang Xiyonji (Xiyouji with Illustrations), published in the late Qing Dynasty by
the Guangbaisong Zhai of Shanghai. The present study also points out that Richard’s
choice of the Chinese text is closely related to his translation strategy of Christianizing
the Buddhist elements of the original Chinese narrative. He meticulously selected the
source text and modified the original illustrations chosen to accompany his translation,
making the revised illustrations more easily match the translated text in order to prove

that Xiyonji contains the fundamental Christian doctrine of the Trinity.

Keywords: English translation of Xzyouji, Timothy Richard, A Mission to Heaven, source

text of the translation, mutual illustration-text corroboration
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PEUZ (S G #HE L FEEEXR (Timothy Richard ) 2 1870 FEAKE] ot
(B (EEEE LSRN R 45 & > 7 20 FEERET - IR
RO ~ B0 PaER ~ GOk - BUREE S S AFTE R > MR
TIRTHFERTRME - " Wike CRFHE(S 3R ) 1 (IVEEEEL) FREH
HEE R < 1913 4F » MURFBA AN (PEEED ) BB R diss - R (H
{(ERED) (A Mission to Heaven) > HIHFT ERFHIESZ G LBHAR -

TE (PE#EES ) WS b AR AT R FHEREL - i
10 FEACE M5 HEER SR B - IR R AR 3R - SR P e am 2R fR R4
Al PR E oy FEUARRE (Ve EEC) - * AR - AR ISR R A
TR ANZ A FAS - EEsRBI R (2012) FHESHIEE & iE

(PEiEsgEsE) - WU Ot dzac ) MEREA (H 238—
241) > EBESUAMHZRIVEFFTGH © B —FIETEYsERER - B

VZRAESAEY f&?’(ﬁ:&éi&;‘%—*{ﬁ T ol R kA Boww] o i TR P hhdt
-t o AP eatdrhd o kA S BB EZ A4 MR Y RiFH e A &
F2 i o PUE AR R HEAE S 2 @i o B4 A @4, (Richard, 1916a, p.
5) ek gk pFEKEARLE K A A REREFaE KA F L e (F
9) fe (FTH) ML ul- 4 Fla p g L kil 2 Ll L T %, (New
Buddhism) &= #7131 % ¢k < ?}“{@)};’%P\ AR o jééiiﬂ"éé?o
FRESD (A FAGTH) FFA 1907 £d § & € (The Christian Literature Society
for China) # ¥ & M3 > 3 5 The Awakening of Faith in the Mahayana Doctrine—The New
Buddhism <1910 & » & 7 T T, & Clark ) 5KARIE 2 7 235 B % ch (B & @ #en379)
( New Testament of Higher Buddhism) > “ﬁ% T (KA ) EFE B (B
FEEFG) ~ (FFRF AR AFARLL) P B RkP 2 B (KELRE
Fieoyg) dmige
FRAF % (7 853) b $ E 201895 8 2R A E B L L 4f (Samuel L.
Woodbridge ) #8:%h (£ £33 ; & £ 8 7 P )fj’>> ( The Golden-Horned Dragon King; or
The Emperor’s Visit to the Spirit World) ° ?:‘ﬁ TSP %F?F@Jl gy (F 25 F
AR IR (L2 AL HF) 2 = (RAFFAPIERE) o 2L T
(2018b) e AL EFEy > (F %) % LW E? é},%%{leM& I ki
P4a0 1884 # » BB 4o LML AT A EF A AIPEhE 2 BT o MES A L E
CERNY BB frETEE ORI NEF AN 2 F o MY (F ) L
1854 # % 1949 & @+ B an¥ 4 i 29 683 (20182) o
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(2014) -
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[FJE - AR ai e AN HY BB R N 20 T R BV E UL
BRI AR 2 S (2R
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£% ,° (Chiu Chlang Chun) » fF (2= ) (Introduction) AYEE —Hi X
RE (FETTE) MEnRENAEY - 5 SAFNENEER (X
S H S ) (Huen Chwang’s Parentage ) ° ZRFgEE K AE % MM T JE
SCHIBOE RN E B EHG R (G R SCEMEVEEHE - & (PEIEEC) WA st
ATHD  BHAHY SIS Z X IEE - 2F FEE— [BIHYRRE AL E
fary B itt - EENEVIRY (TS EE ) TiRNFEETeREkE LT
Fatk (CESE T RET ) o WHAEMSHEEEE RS KR
BHEARRSE LB E+ T EER =R - BERAEZIA - a0 (PEEEERE)
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% o NI > EEEE - (PRSI RE S TLRE G 5 B
BiACE » (PRI LA HIE - SR fR R (RIR A I 5 (Y B (R B A
A (PHEEEC) -

BEPR IR E AL AR AT B AR AIA - EAEIESCZATHY ( fElE
H#k) (List of Hlustrations) Hgft 7 —(EEERAHFRIRYI - BIEEA
FY AR o fel S AR SR AR - Y RERE

S s 3 RV R RN IR S SR R (T
2 v 2 A erfe Bl e 146 154EF) o © (Chliu, 1889/1913, p. 4)

(HEERE) S8 30 EmE - IR REERAVEIE - PRESE R (B
HEF) B TR (gt ) BfRE IR (BUREE ) B o °
RN EY 27 IEFEEIDEEE H TSR < 58 27 iE A o R AYE RIS B H A
BRI - SR TR/ N ARy T BB S RUEEE A TR B
ERBAY) M "B, EERREGHHE-BEEH - REENE
AR P KA i [ AR B B R e E R A TR (W (E RS 4R R - B> &

¢ Ja = % “All the illustrations, except the first, second and last, are selected from the 146 prepared
for the Chinese edition of the book” (Ch’iu, 1889/1913,p. 4) -

TEEEGIEA Z A - & BT - R R ET (Henry Smith Williams) 2 % (8 R K 2 )
FE 5 24E (A" Fir 238 L3R ? ®Wiep &) (Williams, 1904, p.
278) o

SERAESZ A (AFLF) o (L SFE) &3 FH 0 2% LF 56 RAGT
WAGRgE o M (0 ge) DITEIRTL AR L A o £ L L AT (7R
LEFLF PR EFI LB A SR RAFRAEEHE o T3 7L
s (AR b TR R I gAY SERE R P E G RAL g o
AL L H p o 2R R A B by RS 2RES PR (3
#) FRELEBLEP 0§ nRLG (7 B it dng i (Richard,
1916b, p. 356) °

LB 16150 ¢ 48 (dek ) (for BANSSEH 0 0T ARG E) - (BES)
(12) ~ (23 ) (4) ~(F22*) (5) ~(FE2) (6) ~ (¥ £%) (4) ~ (¥
BEaa) (83) ~E3) (10) ~(BR3) (3) ~(F+7) (1) ~(R=&F)
(12) ~ (g ) (1) ~ () (18) ~ (fed ) (22) ~ (2 &E@) (77)
T FERE) (77) T HERF 110 7 2 R0 W L (R REVE) (2)
(P Zm=) (5) ~ (RAALERRF) (12) ~ (~3pd ) (7) »
(Mg @iE®) (8) ~ (ERPLE @) (15) ~ (T BRFFHL %) (24) »
(LA AL Eiay) (42) (IFHF=RTES) (61) » (FrRAg sy 4 ) (64)

fo (EEA AR D) (72) -
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EGSE P S AR R — 1 > R Ry ST 3XAE “Chinese edition” Fif
A 50 FH Y 2 G 5 28 “the” » ] “edition” HYE B B8 > TR 5 —(E
SR S B RN HEEFSCARE 146 TEfEE - MEE BT
27 Mg » ERRTEERAN—EEZKE © RALHEARERE B AV 146
fig - HAH 27 f\AHE HRESy B A AR ERY 27 IRV & -

FREE 1913 FHY (EEEE 26 KEH (1912—1913) ) » FIREXR
Frafdy (HEERED) BAF 1913 45 11 H¥IH R - FIENELE 500 i > BilfE
B[54 R E M EFE L - BB S DY (The Twenty-sixth Annual
Report, 1913, pp. 8, 15) o FEF A RN ~ BON ~ JEERUEMNF A S
REFEMALEFEERE - SHEN (HERE) BERD LB
—EA giE b EEE S ECE 362 H (RE 1 %A BT ERKER
fi ) o (HEERE 2015 AL EFZHIE R - BARB MO E IR b
(SOAS, University of London) WY[EFEEH —ERRN (HEEXE]) i
A FIEBEEALE > o7 BTG - EBREE RN UE > TER
SATEEE—EE (RE2) - BUETH—& AL - N SCHERRE S
5 o EEAREED (RE3) WH - EBEFEE A AHHHRE - i
7% (Hilda Bowser ) FYZLA17A 1920 FE4RIG 45 & IR T & i 2t 75 Pt (London
Institution ) AYEE J7ELRE (School of Oriental Studies) " RIS » FRE
AR R R AR (FRE 4)

#FEE-C- @il
FEeEATRIAR AR -
Ear kil

1913 # 11 * 4 p ' (Ch’iu, 1889/1913, title page )

0 &2 erenfp 2 5 “PRESENTED TO THE SCHOOL OF ORIENTAL STUDIES, LONDON
INSTITUTION. BY Miss Hilda Bowser. ON 1 NOV 1920” (Ch’iu, 1889/1913, title
page) LR RFL S 1916 F ]2 > = WP F (1938 £ ) sx i M L4 o

% 4% B 3g@ehm © 5 “Miss Hilda C. Bowser/In graceful Remembrance that she typed the
whole of the manuscript for the press; from/The Translator/Nov. 4, 19137 (Ch’iu,
1889/1913, title page ) °
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Fripti=dn 4 o (Chriu, 1889/1913, title page)

1 BT AR AR I E A 2 SOAS JeAHIFITE FIE 2
ZORIEKIE ¢ Ch’iu (1889/1913, ZORAIR ¢ Ch'iu (1889/1913, cover page)

covet page ) ©

Dkt tah? i
143 North Szechuan Road
Shanghai
Nov. 7, 1913
My dear Rosa,

Drx. Richard has been kind enough to give me two copies of his new book, and instead of
giving one away I have decided to lend one to those who will discover the moral purposes of
the adventures related herein, and they may consider themselves included in the Dedication.

I would specially wish the following to have the loan of it if they care to:

Yourself,

Mt. Thomas,

Mr. Clifford and

Mrs. Crebbin

Miss Dobson

Rev. Parker Nottingham

The little inscription in the book meant much to me. To transcribe the manuscript was not
easy as you can imagine, but much work had to be put in the way of punctuating and editing.
My great regret has been that I was on furlough when the proofs were read, and so I did not
have the privilege of completing my part of the work.

Most of the transcription in type writing was done in my leisure hours.

Yours affectionately
Hilda C. Bowser
Criticisms will be welcomed. (Ch’iu, 1889/1913, title page)



B za: FREK (min) SGERNEATR 9

PRESCNTED TO THE
SCHOOL OF ORIENTAL 51UDIES,
LONDON l:lSlII'UTION.
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| enbisa ftilda. Rewsen........

-._........._..,:A.]...M‘())T\'L,mg
3 e 4 FHEFEKHY R 5 BEERERIDNE
BORARIR ¢ Ch'in (18897 ERIZKEIR © Ch'iu (1889/  EORIAKIE * Chiu (1889/
1913, title 1913, title 1913, title
page) ° page) ° page) °

BEEHE > R (BB AER L Y EEESESH
BTG - 1913 F (HERE) MRZE O HEEREERS
S H BRI E N2 A (“English Classics in Chinese,” 1913) > 2
BHEEER FRFRfO R e BN T HRARAE | (a tower of strength ) ((The
Thirty-second Annual Report, 1919, p. 21) o ™ &EE BRI IRISE - Zp2mE
KHVREGA RIS B 4G 2R VOIS P HERT - IEEA (MERE) EZEF
FREE R Ryt B iR 4GB R R pIHEEN A - = g B e A aEEE gy
EEFEAEH - 1919 F > FREEREMHNE—F  f@EHHAES g
WR[B|FLET (The Thirty-second Annual Report, 1919, p. 21) ° 1920 £ - Mi{F @
TREBELTR (SR - BRSPS TR TSR - °

AT — G AL - BRI TR0 WG AR 2R — {5
A2 e —BARERF LTHAERESF T HEREHAEE, (A

4 2 # 3] 0 “Miss H. C. Bowser, to the regret of all, left us for England in the summer, to
take a much needed and long delayed rest. She had been a tower of strength to Dr. Richard,
and will doubtless be with us in spirit in the homeland, where her knowledge and experience
will be of great service to the C. L. S.” ( The Thirty-second Annual Report, 1919, p. 21 ) e

15 e % 4 w3 1915 & {e 1922 # EF G50~ § % B o § —L—fr%ﬁ Bl 8. 20
Ancestry.com Operations, Inc. (2017) -
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MISSION TO HEAVEN/RICHARD ) > BUREEARNE ANEEHEHEEER
N - MAEANSEERIEAR —HNEE T B2 THEER
s PE#FEC ; (SE YEW CHIN TSEUEN./TRAVELS IN THE WEST.) >
P — 1T G REEHE - RIREIAFN T1696, - 11696, BIFEER
AT 2 (PElEHEz:) (UMM (Hit) ) RERFE RSN
GEALENRERATEEENF - GREREER " —7H ) Ay
TORPTEER TR ERRTEE o (Hiz) 24 (BEE) ZRHBE (5%
A WHEMACE (FEEF) RAFEREITHAT (FREA > 1991 H
168—169 5 ERIREE » 1933 » H 560) - [ENFHL 2 ENZIR B HIAF
ROEREIASE — 20 (FF5E% - 2008 » H 145) - (Hiz) B (5
BE) — - R —AEMEES - BFEFEERE (FEE) - JUE
o 5 2 RN H BIARS A 28 - &2 7 —830 s AERkE—
set (EEE) MERVEFE (SREEE > 2002¢ > 8 EZ) -

BEAh - (ERR) EMETE T A LEE s (FEiliad) FFESHE EREA
T A R B B L LR (Joseph Edkins ) {E 1854 FEFTEHY
(ElEERE ) (“Notices of Buddhism in China”) —3Z 1 » 10448 7 LA
Z EPETORENS R REAREMNER/NR (FElEd) - MHNA (F

H:2) (“Si-yeu-chin-ts’uen”) (Edkin, 1854) ; 1857 4F » /ZEH/i'@Hﬁ
@ 12 - iH4E (Théodore Pavie ) FTHY (BHFY P EIFREU NG (PUEEEE)
HIEHSE ) (“Etude sur le roman bouddhique chinois Si-yeoutchin-tsuen” ) —
X HERESE (Hst) BiNEIENESFESL (Pavie, 18573, 1857b) 5 S
HH L EHER (James Ware) 2 1905 A EHY ( PEIAVAISEE ) (“The
Fairland of China”) — X &M (Ez2) AVREaUMETEEE (Ware, 1905a,
1905b) o

HISCo TS > PR R T —(EEA - Bttksam S i
G EAR () Fonky (FEEEE) » IR
AR EAR (Hat) - ST REWb—REhoAny (HEe) FriciyiE
EIEHE EADF 146 i - HEAPRY 27 fREI SR EE BN 27 Mg AR A
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EWpE ? FEMRIBETEME (2008) FEFRHEY) (Hi2) RAEET
—— P& - BIUER LR ORIy (B Grhiac) (RE o)
FTBCH i E B R PR R AN TR RS AR B o BERRASEEZRA U (g
Hiz) - BEEAERENTENLEFE > FhEEFESE g —T
RS e B R e ) 8k > [BIORARER T E—TH ) BB RATEEA[E]
of > EEEE (IEHERE) - BN

FIOGFRAA S FF S THRFIE A ELE . AR
el TE e, 1% AR HRPEAIERA BP0 BF L
E e botde T Wy~ Thife, ~ T, ~ T, 24§
g otk Savig o (S FH 0200220 ¥ 1E)

BEEHE > ROARRIENN (EEEGEELL) RERE T X
(1887) ~ Cd: (1889) ~ BEEE (1890) FI¥:G[ (1891) VU{ELE{yHIA
F o HEIUA S RAE B ke A KE AP - BB A RilE S
° FEMEE > A5 10 ik ~ 12 fiihA0 20 i =FREEETRIAR © fEHdE Lo &%
EATZEEG 8208 - FRITHEEREEMIE - 3t 28208 - 7 2 HEE
AP YA T-E 146 i - AEIEEHAY 282 18 » JEIZ BNl bR e P

Gigr BEFNIF AU ANHG TG F 40T (W7) @ T FREHRFTR
ey~ TRHAT LR RPHE )~ Te 2B P ART RBRE ) o Tk
HEOPARFRANE o T Gk AP RATALESHEA S M RFEAEE
B R TE2 A GG AR s L FME 4 FLT
SEREE R RIS EROBEEE S SRS G E 200 £ 2RARE &
PR s RP s CERFIEFRARE S i (BT AR) kAE -2
Iotop e TRAT A, 20 AR 2 EREILE M AFFCERTEEH
CHEREEETRF T3TA e EAFRECEREE RO IE R
. ¥ B % 4 (The Freer|Sackler Library) fei®+ {1 & B 7B 3 4355 o s B>t T3
ek A R2ASER (20150 F 338—341) o

TGS AR) BT 2k o ? ARAEIOFD AT A B 824§
B 200 HETER > Ld2ehh S o a ERpF P2 FMEEIOF N2 2 &
fe T3 rh 4 4 200 G FHEM > 2 EAPHHES 5205 B9 d 2222 m8
AR FTIFEG R AR



12 %=k =% %=

B U RE R EE SRR Y B A R — AT AT
HEHE > EVUEE B A T AR R EF —HY - FIRERERH A 27
A 8 5 SR A > B - A 25 iRBE R A AHY HHE[E]
Wy > T HI RIS <3§%‘%EEE> AT (SRS RE ) BN RN AR
Zli 17 ELJEAS BRI 2 A — 2K o iR aE i am - B AR AR A

— T Ejﬁ]\%é@ﬁ: » AR AN ZZFZARA Bt —8
B > A —BETHOTAER > AR ARE S - (LB EE - 2
AT AR LB — B G EJ5 0 MRS =R
Be Canzkefil) F1 CERUEE ) SRiEGE - s EA T g R —
By > (G EATE BB RIRE AT AERE (Tl EstdiotrE —
RRPRHIRERE) -

!

<
&
i
AG-

e

=3 PR % =
B b o Y O

&l 6 (4giEy Grgitac) HINEE el 7 (egiEd Gergiiac) HIREaD
BORRIR © Frpat (1889 7 2009a » BRI © et (1889 7 2009a -
H1) - H2) -

BAXAI A EF R - 220158 0pH e 20, o 2FHE 144050 BiTS
BB mﬂw‘mﬁlﬁﬁu CcZERE SEFF A FG52 0 FlRDI2 5 E
arﬂ:iﬁ&;} He 5 1—5w ~ % 11—15% ~ % 21—25% ~ % 31—35 % ~ & 41—45

S H51—55% ~ % 61—65 % ~ % T1—T74 % ~ & 81—84‘_?"{\7733 91—93 w (£ 46
‘?‘)Ei?ﬁéﬁ’ﬁﬁ*ﬁ'#ﬁ;@’ﬁfﬁ_rﬁ“:}?6—lo‘?‘%16—20‘3":?;26—30‘?’\
% 36—40 % ~ % 46—50 % ~ % 56—60 F ~ % 66—70 F ~ & 75—80 ® ~ % 85—90
?ﬂfraﬁ 94—100 * (% 54 %) v & & GH o B7 4 Blag WAV e § i 8

Rl & Sl AR ATIR o L R HPR A (2015) o
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EEHBEEREHN " FREE EEATFERE - S
(E5TEIE > 1892 10 f) B (PEIEEC) (EEIFAZEEHEM - 2
SREREE > FENREHE - "BRT (i) D EEREH
Engg TN EA T /N IER (ZB) - () - (OKER) Fo (4
) F - itz B EERERATME > AEER - EEEE &5
W5 o TR REAIRARE (952 ) BAR LEEXRVESE
o BT EREE R IEEBEEEDI > BA R UEE
¥ AT TES, GHIEE (1882—1898) Ml T EEARE ) $RES
(1885—? ) > BUEBFSLpEAEE TIRNES A AEE R EREE (R
B 01954 H 710 0E 1) o AN B SHIRET EEE KA » B
{ERTE (John Fryer) * SEAFHEG \AZREY) > fiE T VMR F Bt HIAR
TREEZESE -

BREEAA 1891 LR 1916 F T LIRSS E » ke
HRIHEEREA - ZEIE 1908 F - EFHGRE (FHEEsd) - W0k
/NSRS L0 S SRR T2 BEHY QLR ) SRS 0 DL CREEEMEY
{EM)) (“The Creed of Half Asia”) Ry » 54T RIEH (PRI )
(The China Times) T (R, 1908) o * BEERIERFLENN (4glEHS gz )
BT 1887 FEgL LAt - R B d - S HIBHI IR EE R PR E
WRASHY (PEilEEn ) NN REE - i BB R 2 AR DEERIRA A

Y18 E57 24P (1892&67 18p) " BF R (V) FNF 1407 -0l (4
TwE)RL T TAREE L RERT R S LT HE TG (%) - 3o
AleF A pd LHELER FRE L o S P 4oF R W R #A
Aectlr (8 B3) TRA S RE o LRMFR R LPELEIIRYE KL
EY WG kBB AT T &P E LR o 8 o AR e £00
BB BT A A E e AP R WA 2 AR
GPRPEED R OR S SR R LA R E AT R L (BT Y
18925 10 %) -

D AEAGEFRET A KY I nE e > LEEEFRE A plyrent A RRE R
TFoHderpeR i @egrelidd B EFREEER

M ks TR B GREERSE I RE LG MATRE BT RS
FHRBLE VR EMFL L F L RITH L izl 4% -
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PFIGE - EREER RN o (B2 - AR(E RN F5E H R AR ASHY 18 B2
TEEERGEANHREREA VG - DR EEREAAREHRTE &
TRAVH AP SO LA IEAE BV # UME ARy L/ERS » wiE e e
AFTRE P SUEANNE (GRS GETEC) - SOEFHEEETRE o Rt
PRane g 2 > M2 ZOEHE SO » RSB FORAR I (Hag) ~
A (GEE) 1 Gst) OERE—MER) SHEEEAE " ZF—
HIE > BULECHEICAOT - iR FPEERE R 7 (PElEC) AitE - 5
BRI =R SRR LB R R - 7 E R T A ]
AYIE A 110 ZEERCC - EEHEZLAEE ~ #RSC Sy = E(E AL
HIFEAE o

(Paiizac) AYEIH i agaiRg - B TR > R E S AL El AT
PR T iE— IR DUR RS AR RE] H YRS - [FIRFELE RN & 5 e
R AVERE BT o 1 H s RUREEE B Aty — T BIEEE - &[N
SCAIE] H s S B R TR A (0] H 4IRS - 336 R aHY > i
AHAMETEEAF AR A - IRLLETLEIZ S+ BRI E H R B
S - W1 2R 4 PR ERIUERIEIEACE > IEREITSCATIE > R
WY B [ AR D— B FE G BAEAYEEE - i S A R E B AR S E
AR AR [E] H O IE - AEERAVETA S BT > SBR[ 2 +—[Ely[E]
H SRR E Y - SRR AR 0] H RSO r W) & - MESS - [E] | H EY
AR AZER] RAAEARREARUZIHERERE > 1 (FEF)
I Corait ) FHMAT-HE LU TAF Ry E5E - PHEEERHYEE S Ry “Huen
Chwang founds a great Society” » [EFER F Sk T ZEBEEHRKE |, > 1815

2ok 5l g mi -~ (@ fﬁ’rpas.a F) o (FTa B3e) ARG BT B IR
G (= Al B AR ) kg e i A (B A 5 1663 7 1990a 0 1748
1990b ; EHiF % 4 4 1592/1990)

BDErRB LN, E e BESEG TRE, (Outline) - 30 &7 &3F -
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Chen Kwang Jui ('The Pilgrim’s father ) falls into a great
. calamity on going to his post.
Y L ongoner TP

Kiang Liu priest is avenged and his parents rewarded. (Ch’iu,
1889/1913, p. 1)

" PROGE EALEE 0 i n 4R B A (B et 0 1889

—v‘ri-.)?
RE R 200920 F 5)
ek FEABYEEFY o XWI PR GE (EBFI AL
L 1592 /1990 » 7 1)
5 i 4 Pk AL EE o T AR SR A (5 Rt 0 1663
I

19902 > B 3)

Mok SAVIEE L T AR EIR A (B s 0 1748
1990b » B 2)

HRERP O FREHY D O AT HT  WHPHEF B
2R EEFE LD PRS2 SR w:%§$%$+:4{?mwﬂﬁfm
BULE KRB 0 RZ AR L (B A 0 1889 200920 F 6) v Ak il

% % “Deliverance from a calamity by a Princess. The fortunate Pa Kiei comes through the
forest” (Ch’iu, 1889/1913, p. 176) > XA L o T3 Bfemap | M2 & 53w
A # @R 4L “The Master saved by a Princess” (72 fF 5 = 1 dpdc) 328 A0 v B

@ﬁﬁﬁiéi%%ﬁiﬁ%%ﬁ&ﬂﬁi#o*%%p$%$%34—?m?9
THANEERL A FTERE ) (5 &S 1889/20093’ F6) o ipqmin
CEM R P RRE AR AR (e (7RI ) © (ATRT B3
73 BuR A (F%ER) ) :J&—F%;J#J S r%/;n (% %4 > 2002b 0 § 2—
3E) o F AL a2 5 “The words of Pa Kiei excite the Monkey King, Sun subdues
the demons” ( Ch’iu, 1889/1913, P 180) (A~ &% ehvgd k- )jl:’?i C RME PR E) o E%’ﬁ

?ugwun—?—ﬁ&‘u—é’lv% ﬁ’ﬁjf& ¥R BRE i/}i’J ﬁipifx%j"%“q"
ER- S S ﬂhi—?—ﬂ@ AWR 2 g FREZ O BEE L0 (2
TR RRE TR e Bl - e JJ‘EI‘TW’?)’W’—“?
H B L E Y P aeiE4E “Reconciliation—Sun saves his Master” ( fo % Trde
EF Q) ¥ &1 “Reconciliation” — 3% 3P @ iz fF1 T, 32 8 T N ois

j‘;-}ﬁ’“ﬁ%’: R
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A foolish dragon chief breaks Heaven’s law.
Owing to a slip of the Chinese Emperor, which nearly cost
THRESFA R y '

him his life, his Minister of Justice sends, on his behalf, a letter
to Tsui Ju, the judge in Hades. ( Ch’iu, 1889/1913, p. 1)

I PP AR AAPEET R (5 th 0 1889

BT kA
LR RS /20092 F 5)

SHEF AL B A F R A (BB A

2 A >
iy 1592 /1990 » F 2)
N %%;iiﬂféilg*ﬁ%’%ﬁ«i’iiﬂiﬁ%#‘ﬁé (5 Ftd > 1663
19902 T 3)
- XA R FE AP RS R (P Ats 0 1748
Frang ¥3ie
' 1990b 5 F 2)
=3
F—[EE HE
> A v B

The Emperor is sent to Hell, but returns to Earth again.
THRESFEL A man presents Hell’s judge with melons and receives his dead
wife back. (Chiu, 1889/1913, p. i)

PR B BARF 2 (B ks 1889

R T kA
LR R 20092 > F 5)

BEARIBLE RWNAFHL T (FHBF LA

R g
(s 1592 /1990 > F 2)
5 4 M e REA o EA SRR 2R (B R 0 1663

19902 > B 3)

P s 7 B B AR F 2 (5 s 1748
1990b » | 3)

She

¥
%

&
a4
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Huen Chwang founds a great Society.
THRAEFA Kwanyin recognizes Huen Chwang as a visitor from Heaven.
(Ch’iu, 1889/1913, p. 1)
2 B EaE 4 % L EE (PR 1889
P B G RAHR G (5 b 0 1889
20092 > B 5)
E G Bl 248 (FHFX 44 o
2R A P € 0 BE A ( i
1592 /1990 » F 2)
BEEMZA € B ARG 238 (£l 1663

19902 > B 3)

FESC TR RS 21 S T YOy SRRt
1990b » | 3)

TEBESC A » ZREREE R — LR TR 110 B sk - EEHEL
SFanl Y S HL B R AN FAHEE - SIRE—EIY IS - MEEH M
A B A B EAA B A o DU R EIREIFTE Rl > AR THE
HANEREY CGErER) #E/ 6] SCEAHE - 1 (EEEE ) EER
A SR R A » IEZERITER R EICT - piEE " BEEAR
Bt REE THTEONER, - FREERHECELAIUA] - R
Fy “The humble-minded never is a fool” » [B]Z% B th 7% » HAEEAREAN
AL B $HE (RR5) - EHAERIGI T2 L+ /B A e H R fE

HAIR T EARERT - (FEERATIRZ S (AR 6) - IHEXRE
HEE RIS » AR ERE AL B EN ST BRI Ry
s L UTHC
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To be religious, one must have a keen edge to one’s ear.
One must ever keep close to one’s conscience.
ZTHRAESEFA Steel is hard, but steeled hearts are harder,

The humble-minded never is a fool. ( Ch’iu, 1889/1913,

p.170)
Bt F et o
Wiss  F a3 o
20092 F 451)

] ﬁ/*?’g&—r]‘ 5§n"7 °

Pov s ? e (5 o 1889

Bt Bty o Bboietifa o

FH FLAR LR Z LA RE

Jia’@-iﬁﬁ*& VAR e e
53{;113:535’2“%.3%'5\;2?"& (#FHFX LA

1592 /1990 >
Jagt g b7
Wlse {5 K% %

621)

L)
DB AL R

(% Jidd 0 1663

1990a > F 523)

- A AR R A S L

F#o 3544 Bz LAk
rlasls g BAGMLsE R

Wlss {3 W5 E > g RS (P A 1748
1990b » F 818)

76

Ceyae WANCI= &= o

A e
The Great Scripture is joyful reading,
It is a rare gift of God,
It is full of priceless peatls.
THRAEXFA One word cannot be bought for ten thousand coins.

Who can read the Wordless Scripture of Ananda?

The Scriptures of the Ancient of Days must not be lightly

used,

(ETFH)
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The common people should not desecrate them
THREXFA Believers will then understand this Boundless Law, ( Ch’iu,
1889/1913, p. 341 )

?"Iﬂi#« i"l# 5 I%. - F %fr@@ﬁ °

R #3+ PPy Aipines o v M ERTA® -
A R e 52 B e (5t 0 1889
2009¢ > F 340)

|-

ML EE L ECRECEET I

9-
B BERLE S VT ERPEIrE S
Y AT APRET B BREFE K

I4@ABLL s A RmRagiEe (FHFI LA
1592 /1990 » F 2507 )

P BARR S TEPBIFER o
R v AR B TS Rt o (B s 0 1663
1990a » F 1950)

AT, ﬁfilefﬁ 1‘?%5:
3 d.:—r.*- e ) I}Lﬂ:ér"

R Y5 AL AFEe B SR E 5"&;:? IR oo
IoETBLL > A AEMR Bk o (B dd o 1748
1990b » F 3084)

=
~o B E

w3
2 PR

e
hv

=i

FERCLITE > DA +— B BBl - 2HREERENRE 1 FHEERY T H otk
LUK > —AEHEFERE ) BEE > B A3

It is said that the spirit of Tai Chung mysteriously passed in front of

the Five Phoenix Gate, where a host of horsemen invited the Emperor
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to go out for a hunting expedition. Tai Chung was delighted and went

with them. (Ch’iu, 1889/1913, p. 116)
1B B S TER SO TE Ry

PR BB ARENT BT o N AINEHRE S > G E
BEhgp R e = 2L a3 o (£ ads 0 1889 200920 T
249)

PIEERALFABHFTRAY Erl A B (GEEE ) - I EEA ~ Chrel)
HIEE ERFEAANFAE - ARIMEF R ATV R » XA R EEA
B GEEE) ~ Ciel) MEERBEAAFE - B2 BEERBEAE
BCCER 7y bt AT B AR A & -

Bk > R E RS TR BT (2012) SRR AR
HUEED] > F—PIHERE TR (Hik) HREIE 2 HIERFES - a2
TREERAESS +— [HIFEE T —REACR R MRV - SRR TS

(2012) PR CEfRE (RREE) M ERARSEIETR - B2
M (EEE $>> IFEAAHIBRER G B " RATEE > TR =8 s AR

ZEONTEH - EREER TR - TR ABE A%/_J » BLEESCHIRABHETIE
{EEESCERIEE T TR o AR FE AR (AR BEFTEERT - Y
ERENEIEET , BRE) > BRE <§§L§> T MEEEY - EAEBAA]D
FE (H240) ° 28I - BEEAREANEG (BEE) B4R -
W ORE TIHARR K e - BRI e 2Y)E © B —BIthEEH

SLEEE (2002¢) FrESRAY (Hiz) Rib GEEE) - WESN T2
BRI AR AR — 22

AP UIEE S IR RO A BB ORI AHHEE ~ (B H ~ #85CBUR
A A EEMERTER I ROCL - I H R EAMIRE S B - A L DUEE - 2
PR AV ABIZ R AR ICEIRY (@B R dae) - R
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M2 - B EARIEARY 82 M8 AWpsgghiliig s CGEESE) 1 (OOkE
BE) o BEPASEE H AT AR E AN S WIS e E Y AR - (E SN R
J&E R TE A R RHRE R (POHFE0 ) TEA Y RAR S 3w - A S
> 1898 4F » B EE i /N (United Methodist Mission ) 3R FEH 2+ H
M (George T. Candlin) 4555 7 — A By (HEA/NER)  ( Chinese Fiction)
HY/ M SO ENEE T (PR ) &R B [EIRG by R =i

%ﬁ ’ ﬁ%uﬁ%? rE%ﬁ?ﬁ)D\J ~ r%?ﬁ:%zgﬁ‘é‘%%J %D r?ﬁ:%
R, (RESEE 10) - TSR (B G ET)

(RIE 11 £E 13) - T EER R IEAREE - b elR (4EE g G
PeiEEC) EERROE KT -

3% ur‘num » CHINEIE FCTION.

rion of choice. Each of her danghiers wears a certain garment, an
inner vest, embeoidered in jewels and gold He is to be allowed 1o

A Cunioes Gamd o¥ Bims Man's Beww.
Prom ss Dutrsied ltion of he 4 V)

try en one of these, and, in case bo can get it oo, be is o marry
the lady who ewns it. He consents, only modestly stipulating that

&8 Hibk (rhEI/NGR) (UEEErE B9 Hitk (thE/NR) (FBRiTE=
L) FIE] FHEER) fHEE
ZRIKIE ¢ Candlin (1898, p. 36) © ZRIKIE ¢ Candlin (1898, p. 38) o
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Y CHINEAE FICTION.

cave with it New Saa Skisg’s bleod is sp, and after & tremon.
dous Beht be gets fnal possession of it, and is once more belore

e s e
& oES A Bl &y [

—

T STRALING O Twn Mades Fax
(e o8 Baeiraied el of he LA Ve )
the mountain with his companions. In the meantime the **ma-
chinery ™ is iavoked, various celestial beings are oa the soens wail-

&l 10 itk (PEVNGR) (FrE—
SRR ) flE

V
12 (@EMNEmEEL) (FRiTE
ZHREER) fEE
BERKRIR © FEEM% (1889 2009 »
H371) o

n (EEEGrEEL) (HER
8L ) falE
BRI © it (1889 7 2009a -
H 406) -

AAE A - A

e

13 (SgENGEEL) (78—

AREfERs ) fE
BRI © ot (1889 7 2009D -
H344) -
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HERIE AR/ DG T B (P ) EBTHBE NRIE Ry SR (R
SRFFEAE 2 ME - FIREERAIS SR (PRl ) Ao E
AIDLEAfE S (Homer) ~fHT (Dante) -~ JHEEEE (Milton) 2 HHYSEEF
FIDE#5 (Bunyan) #Y (RPSFEIE) MHEE W - MU EERVNRATE S
HY 2t B SR B4R (HAEME SR - (PEEEC) B30 L E R/ NG
EEGRA - BHREEFGHE > MEENE =F0RFEMHE (Chiy,
1889/1913, p. viii) ° f£ (HfFERE) BIKRE » FRELTIH T "
e BEEY) | (Standard Books on Buddhism ) HYESEH - K (FRHEEC)
Bt FLATENGENY GEE(Sam) ~ COFFELK) M CEMFSE) FEpins) > =]
SRR (PailEd) B bR —EHEBCC M - FR - s RE
EXNERE > () Pl BRI BE B AR RAIAMH » B Rk
BRENEZIHEADR (FEREE A SED - WHiftEE (k) &—
O TE SRR F TR R B H A EAEMME S (Chiu, 1889/1913, pp. xvii-
xviii) o FIRE o BARLETEIGE (BBEww) -~ CREEK) F@i—5mE
BEREERE (FHilrEC) MBEOTEMET T TRES ) 19EE 0 7 2
/N B AR B R B B E AR A R

EBBAEE A ZRERIEE - M2 = —Reaytd » HE
o~ BEFRIEEEE S (EAAS o T S8 RAEHE R E I
7 EE DA B DL R BHRINZ OEM « 78 1910 G-
R &SRR EE R R ZAE (EHBBETHE)) o KR A
fFAERifE " =—&w , (Buddhist Trinities) » 57 RlE/NEMEEHET T IR
JE=—%, (the Sakyamuni Trinity) FIKFEEEEIT " FTTHFE =5 |

(the Amitabha Trinity ) > FifF DAREAIEEJE Ry » SORFIG B /3 1L
B %A% (2015) 4 h o FRALPRE LAY LA Lk T AR (figurism) hfk
AR (F90) 282k L (R9) P Hrmarhiigs 2L &Mz o

R K ERERE LB A (B E) (FE) () EY R T EmY B (T
) B frd Fg ki o
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A BB LR At SRS 251075 A (Richard, 1910, pp.
12-13) - FIE L FREEKFERVEMWE 7R ER S (FERLL)
RS HSREY T EER = ) BFSRER T AC P RERR L REY TR =
B o BIL[EING - RIREEAGR SRS LR [T =5 ) BRI =
L —HGREBHEEA - Smag P PE bRl RIS - RSV EHIREE T » BRI A
E2%E (Richard, 1910, pp. 13-16) © M{E =R TRRAY (PEEEC) PR
1 BHREEARAT S IR AZE Mt T - IS B S S S T T ORI E
(Mahayana Christianity ) FYEAZFER — " =fii—H8,

(1) F# ZAFhxE L o 7T E 4o o

(2) ABEF AP Lot F > B - HhE RREZE AL
fox # g it 0 - kPl ehhi o

(3) FHRAMRELATL LB g L a By F A&
i F s g o (Chiiu, 1889/1913, p. xxi)

TER AR H ey (HhE H k) B FRERIIH TERUR AR
30 i E YRR A E S - HR &S BTG LIRS - i
& (P ) W AYIIBERS = - RS BT EBUN AR 2
TS TEH 2% - FREERSIE T 5@ - 205 6 A8 i & =1r
hEEEE » RS T RAY B4 5 (God the Eternal) ~ T EKA
SHWIHABL ; (The Incarnate One ) fl " EEEEEH % | (Kwanyin the Holy
Spirit) -+ BHZAREE =N fhZ BE B B AVE BV EE A ~ BB RN EE EE A B
AR JERENG R T AT (SESEEEIREY) hRENHR T =5
BLEVE B = — RV DIBEESHA (PEilisc) B3R TR — &R
FHER T =088 B -

05 '*F‘l’ ¢ ¥ (T2 “A Literary Experiment of ‘Mahayana Christianity’> On Timothy Richard’s
English Translation of Xgouji> » fLai (2014) % A F7 3 e A+ fise > 2 2 3%
Bk T PR- A R B R R E ol b (7 ) FAY wE ARG
B (R mERATN) P R el E 2 2 B AR R - R R R
%2 Wu (2019) -
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M Eas Rya el o 1 2R PR A A AT 28 8 SR R B B Pl e
s ~ AAHRATER th 5 58 = (i (R e SRV E Y BE X ~ BRI B R AR
i (Lai, 2014, pp. 130-137) > FRAEFSURAIGLAMEE - S sEE A5
HUFF o SRR ] > SRR B G B SRR B A LR > 1
AHE—DERETHYZER] » AIFIATAL > SRR SRR E G EHY
TREHFRFRIRE A A - SRR ? B AR AR S —iEEE
BAFERE > FARRFEHEEhE G B E TR FRER KA
A2 FH R e ?

— ~ AR ES ¢ AT ELANES

HRARKEZANNKMGESG (RE14)  REERXGHERZE
REAT/N\E (WRPEE )  (Julai decides which is true) > FEIEZRE
ZHNERBRITRENREERERZ% - SR TAE T TEERE
AERBHS T © T EN WAL SRR M S b ST RAEER
FEOFR ( (FElERC) ) EE RS FVEERBHIER 7 (Chi,
1889/1913, p. 242) - THERRAEAYHML ; (THE INCARNATE ONE )
BRI T BYEEEE o AR TR E ) B R ECEN AR A
SERIUEE B S 2 — (KIMEE ) (The Gospel of John) (Lai, 2014, p.
132) - EAEFREEFEI R AT BE L 0 JOER T R R -
BECRUT SV R P BRI - BEIBRE TR TR T ~ (EAEMAY
&,y o P RE FE > RHEEERSE R B EREARKETE FERE

*’iﬁ%¥ EEEREMIEE T AsRAI R HRER © A0 > PRy ERTE
BHMFRERATERAE B SRE, 2
EEREANEGE (@EMYEGIEE) WRERLRENR - WiE

27 % % “THE INCARNATE ONE, With the Dove settling down on Him. The Dove shows
that the original artist connected the Epic with the Gospel Narrative” ( Ch’iu, 1889/1913, p.
242) -

2 J % % “And John bare record, saying, I saw the Spirit descending from heaven like a dove,
and it abode upon him” (John 1:32, The King James Version) -°



26 HEHE FH—F Fom

[ A B — R HY - ZRIMANZKEATE ERYTR S A —5 (RE 14 A
15) - [FUIEIZRAYED - RERRE A BRI TREE - JEZE &
NS - MIRRIRRIES T o 255 AR R AR H A EE 5838 > i
SRMEZIEHEE - &CH M HEANTANE - BB N+ =[EHy (£
BERRATEE B ) EEdEE (RE 160) 4 HERERBEEEET
EMAIE R A A TR SRR TE 8 © 4258\ 2 EAy (Re2okis )
s (RE17) b & EAA - EHARPENATHES - EEk
TEZEALIEAVEREE - AP RS TP A 2CHTH BRI S RIS M) 7 — 2K
st 0 ERTEIIRS BT TAIE - () TPE TR IR B S
—pEeEs T HtlE " EREAY: - —EFEA, o AR a2k
HpEE ik TSl = —AIES - (EEBEGEEL) TREAOT
FEIAIC -

Yok WA &k o s PREGE TR 2 BF 0 BDh — MR 0 8 A b W
B f oo HHRRAIN B - T o B A - gy PR
ﬁﬂﬁoﬁzév?@%ﬁjv%ﬁhﬁ’ﬂﬁiﬁ’ﬁif@
S mg i o (B S 1889 2009¢ 0 F 64)

A 52 18 » B 32 SN /NPT T EBSLETE Y B, 2
32 M2 — CTAPERR L - RUMBETA LB I - IR - R
A5 LR ARSI R T PTG - SR ARA - TASRHE 5 )
PR - T RROR T AN, 0 T RRIAES BRI, (R
B0 1889/ 2009 » B 65) - B RAMSSATATE - A5 B HEERE
e

AR AL BRSO BT A c 5 ABRES 0 AR
IR RGN RGE VB R B2 F 0T AV
7

SEgeFtE L 2 B AR E it e LT TR A - T o
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AARLTEE >3RI A £ 0 0 AP ERTIESL o A e
Al BERAL S AABEFF B FL KGR A F A
PR GG AR s P g AFLE o HE A
VEAP I EFE ARSI - A A X BB (B

4

# 51889 7 2009c > F 63)

dAag

] = ARr

Tux Incamxars Oxx,
With the Dove witliog down om Ilim,
Ties Dove shows that the eriginal artist conseeted the Epic
with the Gospel Narrative.

el 14 CLE(ERED) (A2 ) feilE &l 15 (egiEgpaizac) (anzdh)
(b)) Ae& (F) ffE (B) MABES CF)
BRARIR ¢ Chin (1889/1913, p. 243) o BRRIR @ g% (1889 7 2009a »
H11) -
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7 ) 'il:'f :j‘l‘!.(;i‘
el 16 (safErg g raac) (25 el 17 (L@lEsEGradac) (FEeK
PRASER H ) HElE () b5 ) fElE (B MIZE ()
JEEE () BRI ¢ it (1889 7 2009¢ »
BORRYE ¢ it (1889 7 2009b H121) -

H402) o

BRENEMAESE (REL) 1y (FLEAREE) Frac - fhartd Rl
o BiE—fLEZHRIN T (SRR R 20140 H 9930 JE2) -
(PaiEse) HURMERAIFLER—BFTA - Fr A FIAnss 1R (4
WIERAIE - RAEWRA BERMIR o KRIFAER B R BT
EGESHIE T WS WERTEE  FrURAAESS ) HoSlE o EEY
it s« Tk att 28 BARKIBZ T, (EEREREAN
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1592 71990 » H 2199) = (4@EIMGPEEEET) HIARGR G T EETEA A
£ gRACR - SEERBIESEZ T o —— M TNRAYIEET > Bk
AR E TS R AIES > A B e AR AT g I as T -

BEE - EH TRIEEEE ) Ay RS B EE R AR
EE > DIGRERL  SENERE RS o BRIt B R REE
B Z—» HPREHZEARITER - &S T HUERR TP
%o BrT (PEEERC) ZAb > B R R AR M 2 E o R R A
3R - EEAE R VNG GREZE) & EIRAVATHEA B2k TE EAY
i&E TRIEEEIATE o N2 R IERE i tH AR U MRS L L 08 - 1
WAHZHALRE - Befp Ry A -

B EE R PRGN (A B Gertiisac) A 883 - AR SURA
AV G > HBATE EJFASE— R 1 R AN o B o R Y
KIES > (HEE T HRRERGEAR > A8 T REGEAEENS T &
BINVE1& H AR IR P RS g0 AR SRR R A BEIBRAY H Ay > i oh B 2
BIARASSIE JFAN R B AT HRGEAE E FHIE S © IER B REE AR R &
WA= Y0550/ 1/ = o 7 w1 22 = 5 R G
Frf o BT S AL T =B, o QRIS EETE
Z8 > EEEM RN ENESGREE > =AM E L E K LAY
HEES - BETR > AIAKEEACORTIE B BN 5 fEZIRHAR - Y
= T EMBE%, (R 1889 7 2009¢ 0 H 62—64) © MAEFHEEN
AyEEAh (BRI EUER] T =E R T o BERAskEE

PEREA L AN EBF T ER 2B RE 248 F AR F2 1 Bk B
228 Bt amge T (FEHF R A4 01592 ,1990 0 F 2199) o H¢ T xf
Bs 2By Fl T3 AMEFELIGRZF2- PR E o g K
FREEDZ FLG - KNI FALIBEY > RSP FRTAE 0 RS
FERAE e TR A TR c 2R R A AN ARG T2
2B AR AR A R b e ka2 By SRl amge T (2
1611—1644 /198586 % » F 6) » @ L B2 4 23 AP & (6 BHEF E )
B FRRE A L T3 ER 2 B A BE 248 AN A F b e
Kipd 28 > B xmgz T (B A0 1663199020 F 1704) o (g B
BFze) Bovd (FEEET) N (FHER) RA SR T i Fik-
HIFo RE TEER 2B ARP 24 A b B ka2 & B
WAFLT (B s 1889 20090 FO179) o



30 &meEwsk Ht—& B

FFEZE B N RERYARE - ST T EE RN - EAZILTEA
S AYSORFIY TS LLEHE B (Ch'ia, 1889/1913, p. 283) - &K
R BRE T ORMBAYAREE - fef% - SRR AT AARER AR
B ARBE LT - (2 B AR (9 SRS - AR L [EE ARG S
MRS BRI WIEf A e (EEIEERIEIEC) AI@EE - 2800 > ALE]
AEMEFZ SRR =BORMS ~ #fethe EE(EEEr B -
o FHEEEORAEBE A /] (I AhE S EmEE ) EiREE (RE
18) B > ANZ A LR EIENERIVAIRE G IR — 2 [FRE PO
EAVREE S HRE A B IR A EsE A (R 19) -

BT B

#
i
4
4
15
#

% T NST 1L S OTORM e ey s uay
-

Proous Provioes Sackeo SCrpTunes FoR THE
Savvation oF Msx,

g, iy,

el 18 (4glElg ptizac) (Hfbia el 19 CHHEERE]) (P

K {EMREE ) fEE () FAME ag) fE () fAES ()
2 (™) BRI © R (1889 7 20092 »

BRRIR ¢ Ch'iu (1889/1913, p. 105) ° H199) -
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B EES AR

PEAEFEANEMEERSR (RE20) > FRESHEERSEAR
FH8 (KERG) (Al Souls’ Day) - WFMTTREISCF © " EEEE
B ST ESEREHSE Y (Chiy, 1889/1913, p. 205) - KEISIEE
TEGHE (R GRS ) WERENLERI - WiEEAE G
—HRHY > RS 5 BERS MR & — S 25 [HRAMAEA 1

(L& 20 MIfE 21) ° ARIEFAB S EE ARG L E—AF R
KEGR LT - SR - WEGERE - B BRI
WPACHHTH AR S B8 S B B RS EHARE — a8 T BRI IRE AR
HEFEHSEREL AN ~ B R SR RRIHEE AR o FRIEAE IR A IR AR A S BB 5
o BE SRS SR 7 CEEE A R (7 A5 (THER)
GHE CBEERNTR A -EESHRMBRAA (WRTFR) 7
CRLE SRR T flE DMLY " BEsE, -

B TIREE > B FUEATE ) AYR BRI ? R
B S &4k 7 IRAKH RS - R Z M T Es o CGEEREE) &—
A TR T iR UG ) B 0 BT RCEEEIN T EIIE - TR
AT G R E L B —SEEIS - SCRERYT > BREGE R LR R
SCBE o BEE AL S DUCHE R H 3R R — B E S ENP R A
o REES I R E P - R B RE AN E Y - EEAIH
RAVEEEEA CoriletEEaHTEEE) MRy (BAEE) A%
T B RS o (PERERD) B TIREUE » i, A=
HISEZERE (BEEE) TR AERAYRBERE R T SRRk
P EEGEE - ZRHVEZIA (EMHELEE) & (BEE) ER
TR THIRRSL - HoRR AW N &AECT

30 B2 % “KWANYIN THE HOLY SPIRIT. The Dove and Rosary as symbols” ( Ch’iu, 1889/
1913, p. 205) ©
N FZHAES ST D (GRH o Fe) PP A3 PR w270 B AS S

312 o
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el 20 (HHEERED) (B ) fdlE
(k) Fo86+ CF)
BRARIE © Ch'iu (1889/1913,
p.133) -

& 21 (L grgise) (RS
flilE (B MesEs ()
BRI ¢ i (1889 7 2009a »
H15) -
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(PuiEic) $ERINYE%ERE

¥ B £ E A~ BB R
FLow  GEAE- BRAES SEY R <l
REE 2L ek aEmEk- (8B
R A A 51592 71990 > F 281)
$low SHPREEE N AT R 2 3k (5 At 1889
e (EFHF X A 45152/ 2009 F 337)
1990 » F 410)
$oLloaw Egeets ko THR ke o A4 F Ak (P Rt 1889
ke AR GBED Y /@m%’-%”
i T4 BRES AR (EHF
a4 51592 /1990 » | 642)
Frltow LEEREL VL BL R Fo FRAE I R
...... pvji’fia; TE BT A :‘ﬁ;‘*oﬁv‘j‘}g’ﬂ,”g%égﬁ
t oo BEBFE Qw%‘vn«’%ﬁ:ﬁ? Wi IR
BOANES o (EHBF XA A i FE B AN o (F
1592 1990 > F 1066) A% > 1889 7 2009b ¢ F
LEFRT - FE  amlE 122)
T oAk TG o R TERT o rEAEK
FTnvEaNER? ) (F T & ko AL HF 5 oW
BoF % 2 451592 /1990 0 | FE o TP X2
1074) B?y (B et 1889
/2009b > F 124)
IS LA P AGBBEAES > LE AR G Ao L
wH EEE g AR B L g Foe w3l H 3 OFE
Wl T FET o (i’:?%zh‘?{ T oo (B s 01889
A 451592 /1990 0 T 1444) 2009b » F 319)
2.\ AR BILE O BRI EE 2 p2
B (FHBF XL 41592 )
1990 » F 1462)
FILAw REF ABRFR TEEBTF O ORF ABRE TE Y
Bosirr omEZAE N TROAgELIEZA
AR GE GEE - ALY F Rt 0 1889 7 2009b >

(FHBF= 1451592 /1990 0 F
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340)




34 HFERE F =% F=

E-ERIErs (GER G BTSSR ERMEM - FELE
HEIBHR Y E OB R E F HRA TR AR S @ E - i
WRIHAN TER S - FERER R - (SUWEZLEES) WEEERILSE
5 - AREIEEF SN —EE (Y4, 2001, p. 446) °

HEL S Arel - (AgEE GrhiEat) s RS 2 Hu
AREIANES - S G G55 B i SRS 2 A8 a5
(PuiEse) i R BN ELiE R i (b2 B R BRI 225 B (e B AT P
FYRHEE (SR ~ PR LR REISCE P AT BT AREY o & 2R PR AR 2 W e 4
GUTAFERMLEY (PEEESC) AT > By THEAIZK ~ 85 oy plEahR iR - BEEE
BRMHECA - PIUDHREANE S A H EERG I EIAT - e AR EEE
BB —ahT 0 MH > shTAVZEBARIERME - IEFERT 18
TENEE, o B TEEGHS TERET o EZTIEEE - Hi5w
HVRUR

= TERITRE ) WP e

RIEAREFANREE =G (RE22) - BFRRERE (fHEE
Hik) FHvERE > 2FHE ZEHEEAAZEE TOURA - e fhEe
TERH PR —IE - SEAARGEIebIiIE (FElEas) PovmE - SEEARE
felsEFE RV EGEN SRR AT - NREMEZ - FEEe fhEEE
EHAEYE B (Chii, 1889/1913, p. xxxv) > [ (BHHEEC) R
A IEEFHEYZBIENE(L - A EEEE X RREE NI R -
"ULERERE TR AT GIV ERAME ) (Chiiu, 1889/1913, p. 2) - &2
FER AT Ah B NI T AT T AR AR BS EFT
fsany B, (Chiu, 1889/1913,p. 1) » HHELAIRIEMEEGRKE HA -
PR EARAE A 2 R 5 (5 LA E R ] S AR HlE - A

2 Mt EgRgE W ahliR 50 Y (2001, pp. 443-446) ©
B et B (F ) Jendd o ZHRAEE AFAY 3B F e e kR G
Frfreie g b F OB BT BT F o ¥ R > 20 Wu (2019) o
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A E WL R BEEE AR EEYE 1O E) - FRIEE Ryl fth (e P ey 2
& LA HERAERZFEE - & " isiaskig ) ?

BENE (EEMEIEEL) - VIR " Eiedh ) 2
& B (@B GgEEe) MEA—EEL (FEees) fuskeE . ~
o Bt EER —EAMEEGH (RE 23) » EZEIAE "W
Bh ) BRES K T PTTERE AR, PTEL o WENE R =M — o RIRIEGRE
MEBEMHHVE L » PRERFAEWEMHE VIS (ESRIEE) FNm
HITH S B E B N EC AR AR - WABRIEh e By T APVl EE D, (the
Buddhist Messiah )~ ( Richard, 1894, pp. 266-267) ° * 4 (PH#FC) 1 » i
I EEE N TARREPEZ R EEERES - HREEAE—E /A
R AL R By TR EAEER DT A - [SEGSMERE . CERFEX
FEA 1592 1990 » H 1684) » ZIEEER(EAAY (4@EHY G AT )
HER A IR e R R W ) T AREES A — B > B SN EE (R
1% > 1889 2009b » E{ 446) - * {HeZ ARFTAG RSN (4l R SLIH AR
P lHIRERESE =) & - MEFEERER (PEiEd) S#AF L —RE:
RN R Fy TRE T, o WA EEE AR PRI ECUER (PE
U)o BRI A R 2 S b i BRSPS A SRR E -
EEtNZE & - AR EVE B Eag AR W - IR
JEE R T LABR & S AR (G e 1] DA gAY o ARIEEt Ry {rl ZEFH 2K E H
AHe@reihE G ?

MAARIEY FARF U TR AR EEROBE S 0 Tk R BT A G
R AR S N R B L SRR AR T S
BIR > e B EFFRABEEIN -FERT 7 2 2- A2 ERH AER &
kKEwEL ) (EWE> SHARREFA) cx@n TRBT PR, AHFIBRIF
E(TErAZEP NG - BIFE) G LARPRRIFEF 2 Z g
FAFE O RTRAAKRBEY 4 - LEF BENE B RAERDAFSRT
EoZRBABPREIEH LB AR RS AT FEGEY > TR (B
NFE) PR XA NFEFLEL DT KA BFERALFEFLER A

B 2 3% Bk ¥t 93 5 “MILEH FO (MESSIAH), THE MOST HONOURED IN THE
PARADISE OF THE WEST” ( Ch’iu, 1889/1913, p. 260) ©
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HEAYEER > ZRREE A (S H B EA AR LU R R A A% +
SrRBLETE BRI R G Y (Richard, 1910, p. 26) - [ Ryid o3 s ]
SHFEFREIET - SRR E AR I XSG RUR R+ IR - (25 iEE
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SRR
TEFE (2007) - G2l s (PHERE) AVaREE COR AR GE 5
) e EERTFEAEE > IbHT
[Yu, H. J. (2007). Timothy Richards interpretation and transiation of The Journey to
the West (Unpublished master’s thesis). Capital Normal University, Beijing,

China. )
FrpEt# (1990a) - PEEF/EE - LF LB HE - (JFHEHRE:
1663)

[ Qiu, C. J. (1990a). Xiyou ghengdao shu. Shanghai, China: Shanghai Guiji.
(Original work published 1663) ]

Pt (1990b) - FIEgvEEEL - 10 0 B EHE - (REHMRE
1748)

[ Qiu, C. J. (1990b). Xinshuo Xiyonji. Shanghai, China: Shanghai Guji. (Original
work published 1748) ]

Frpat (2009a) - &G IEISE GP a0 - #h Zenib ~ €67 - BUESE () -
R (5520 > B 1—540) -« dbod @ 2EEHEE SRk %E Y
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[ Qiu, C. J. (20092). Huitu zengxiang Xiyouji. In Y. S. Jiang, L. Jing & Z. Q.
Chen (Eds.), Xiuxiang zhenben ji (Vol. 20, pp. 1-540). Beijing, China: China
National Microfilming Center for Library Resources. (Original work
published 1889)]
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[ Qiu, C. J. (2009b). Huitu zengxiang Xiomji. In Y. S. Jiang, L. Jing & Z. Q.
Chen (Eds.), Xiuxiang zhenben ji (Vol. 21, pp. 1-536). Beijing, China: China
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National Microfilming Center for Library Resources. (Original work
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Chen (Eds.), Xiuxiang zhenben ji (Nol. 22, pp. 1-376). Beijing, China: China
National Microfilming Center for Library Resources. (Original work
published 1889)]
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[ Zaoqi banben [Guangxu yichou guangbaisong zhai jiaoyin| [Huitu zengxiang
Xiyouji | shier ce yibai hui quan. (2015). Retrieved from http://www.
kongfz.cn/18397242/]

SRR R (BOE)  (2014) - Pl (M) - d0 - PEEdfs -

[Wu, C. E., & Li, T. F. (Annot.). (2014). Xijouji (11). Beijing, China: Zhonghua
Book.])
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xyjg.com/0/21/wu/xinkao/21-wu-3-5-015.htm

[ W, S. X. (2002a). “Xinshuo” jiapi pei “zhenquan” de guaitai. Retrieved from
http://www.xng.com/O/Zl /wu/xinkao/21-wu-3-5-015.htm )

SEEE (2002b) o TEEE, CFE? TERE ) CF? T F? A htp://
www.xyjg.com/0/21/wu/xinkao/21-wu-3-5-007.htm

[ W, S. X. (2002b). “Yishi” hu? “yishi” hu? “yiji” hu? Retrieved from http://
Www.xng.com/O/Zl /wu/xinkao/21-wu-3-5-007.htm )

SREEE (2002¢) o R—ZEIA (P9 ERR) JE T Hig, - HUA hep://
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[Wu, S. X. (2002c). Tianyi yingyin ben Xiyou ghenguan fei “zhenquan”.
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htm ]

SRHEETT (2018a) o (PHEERC) FLafSMiht (1854—1949) - ESCHEHE
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Gold Bug as a Multilingual Text in Retranslation
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This article investigates the retranslations of The Gold Bug, the first of Edgar Allan
Poe’s short stories that was introduced into the Chinese literary world. The text was
chosen for its unique linguistic diversity, given the use of both Black English and
regular English in deciphering the treasure map. This heterogeneous linguistic aspect
of the story meant that the six Mandarin-speaking translators of the story were taking
on a multilingual task. With an eye to exploring how multiple foreign languages, in this
case Black English and English, are represented in the retranslation process, all six
translations are analyzed. Despite the seemingly similar approaches to muting the Black
English and voicing the regular English, the manipulations across all six translations
are in fact divergent. A re-contextualization of the analysis shows us the interesting
dynamics between Self and the Other in the translations. The translators re-presented
the Other via resources available in the target system, such as the then-popular genres,
the experiments with the contemporary vernacular Mandarin, and the perception of
American “literary system” at the time. This study argues that when translators are
dealing with multilingual texts, in which the voices of the Others are strongly imposed
on translations, their practices may trigger both the dialogue between Self and the

Other and that within the target system itself.
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Death ~ The Tell-tale Heart ~ The Murders in the Rue Morgue %)+ 5255 Fy—0%
ZHE (0 MEEREE - (RO - RS )  EEEZFEEE R - AU

IESEIERE EE L R

PoER1934E (BR) ReERF O TRAERF R, AR5 T p4)
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vOER S

1921—1922 (4 °© Ea i
(&7 &) ¥EAP (%105 % 1 148 %)

B3R BT (1927 & 1

o g (8 -H&TH)
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&% (Brede, 19252, 1925b, 1925¢) « b # > 1927 & (F &) ¢ F 24 [HFw
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WEEBEE > FaELKEZEE EENER NG - B8 F
K~ REREFEANE (HMEEEE) FEEEL TRIUE AR EHE
FERFEPREE - smAIEEE F27 - HRIBT AR FNS 0 (32 1902
19180 H 1) o FES (&) RBEBEEAHE > o REBEKS]
EEEE - HX (&) TRERIFARDEBASESS > MERR
/N ME—EIERC T35S ) AVBAAE (Stockton, 1964) -« #
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Eb o PRI (<) RSCPRERL T BRI RN - AT sEE TR
2 (&) FATRREEAZEEEA Rt - SEF - mE E A E
BB Ryl MHRFTISEEE B I GRS o A AR o EUE A (Em
o R TR SRS AR o TR e RS HYAR S
(3 > 1902 1905 » H 181) - (HisthEkRZE » SBEBSREEFE
BEEE (B S S HYRCET RIS, - NEET » ZBUEENEE I AT SGRE.
HEORFET  AllE T T EE R FEEEE - TS EEEE R UK
B AT EES RENE (R AN TSN N (M
1902 1905 » H 32) - HEEFEIIE "B AEMRLHIINEREE  (H
181) - BEFFIERGEEESREEANSIEN 15 (&) FEAEE
Tk o H (&) MFRZEECR » HEREZ FTUERRE - NMEERESE
BB E L HREK -

HARA R 2 5B R BN 2 5T B T SR 2 ZaB A ReE
R85 BN 8% (Corrius & Zabalbeascoa, 2011; Grutman, 2006a, 2006b;
Meylaerts, 2006; Zabalbeascoa & Corrius, 2014) ° 4] Grutman ( 2006b )
FEENIEGRE (Lefevere) ZgE » DIMEARIERE MR 2 AL H G 2
FLEE R 0 5 N EEEMEN BN P A REEA L - SR e, o 4l
ARSEAGE S FandE T T EEIEE ,  (recognition in refraction) -«
T B i B (2 BB RHE (Corrius & Zabalbeascoa, 2011; Zabalbeascoa &
Corrius, 2014 ) Wi A Al HSZ A fn Y BHER R AF  BR 4l 25 56 SUARRYE BB
EA R THE=RE (L3) BEE o FELUERDIEENEEE 7T E L
EAREENE AGERERE SHVIEG - —#E kR 0 T =50 ATUERAR
HE—MgSEeES - e "INERS ) AUREL > NamsE BB iR ss =551
HESNEIRE ~ RALEFAGE ~ KM~ e RS FE SRR
HHVE=E B FAE N EESBRA - EEHR THNER P
RHVHRIE - H ERBIAT R, - BB O RIENEE - SEES rsEnH

% 4395 Grutman (2006b) » %3~ A¥r3 8 T35 ) » 2 - TR AAFREF S - 5 >
FTRMBAVERT ORI - ET S AT AR SRR
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AR > ATFRITRSE S RVIEL IR R REESINEAZHER
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AT © S =5F 5 "/NEIRG ) —SE AR > BRSOk H— 5
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EiESEEMAENBURE LEE > 5% (EAEER - IREATES
(Bensimon, 1990) $fEEEHVET 3 » SIMACORTALH 21802 B E 5
R EH RS RO (foreignness )+ BRAFEHE A RS &
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&\ ~ ‘dat’s just whar de shoe pinch’ :
(EHER) HRyE A SEREHIENGE

() W&EH - PECHRERNERE=HEZEAYZ— &
A RHEEE - BN EME MG - iSSP TR B AA
o RIEFEE -G "88  BAACEREFRAEMEH? #
Stockton (1964) 73#fr » AREEFF— B - IE T FEALGPRAMEEL
FE - DHREAEN I AGE = BF ~ Bt & rlE - ANE 2 B A LEER s
BH » R m)0k B BB B SR T 3 NPT SEEEAR[E] o ZRAEE N F S
GBI O - NEAMERREDRE PRI EEECE - BRR
HRF S R B SOEE SR @ o G0 > RELFF 2 £ AGEERIMERUGIE 5%
8 IHEETHEE EASELR T 0 (H51E ¢ “to speak de troof, massa,
him not so berry well as mought be” (Poe, 1902, p. 102) -+ 3B 5H &SR
ESEEAIHEE AT, o M NEE T REE S ¢

B TAZ o5 Ags o (8019021905 F 37)
i TaAskaio ) (#0192 ,1915° F 3)

¥ T o214 2mgzia® e (851902 ,1918
Lk TR AR BRAT 240 (#1902, 1921—

1922 5 F 24)

Wi Two EF3Eem > L4 BRAF B A4, (8>
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N Moy 249 e v R BAFE A A o (#1902 /

5 =
1949 > F 108)

NS

Aemea st o NSRS Z B SR o METFAE ST 0 3
RIGENE - HEEREWREEE RS T BTGB A BRIt i fE =
B BREAIEY > HSORThRE N\ 5E sy DAL= R RHE A RE -

FBRRE - R - L= 2 M ERA et g
EE - [HERFIAEAE - fl—d - goli & SRR 5 % & R
MEEHE > HIRESAANRZBREETR - REEFHENE AN S8
9 -

(f—)
“Has anything unpleasant happened since I saw you?”
“No, massa, dey aint bin noffin unpleasant since den — ‘twas fore den
I’'m feared — ‘twas de berry day you was dare.”
“How? what do you mean?”
“Why, massa, I mean de bug — dare now.”
“The what?”
“De bug, — I’'m berry sartain dat Massa Will bin bit somewhere bout

de head by dat goole-bug.” (Poe, 1902, p. 103)

=X

ARG PR ELEHLT T Y R AF
PE o LA o SRR LB o WA RHRAALD o AR
P T AR AR AN - E
PAlEe o 7 BAF o ARET ool A X2 e (8>
1902 /1915 F 4)
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(B1=)
Todder day he gib me slip fore de sun up and was gone de whole ob de
blessed day. I had a big stick ready cut for to gib hin d—-d good beating when he
did come [emphasis added] --but Ise sich a fool dat I hadn’t de heart arter

all --he look so berry poorly.” (Poe, 1902, p. 103 )

Mo fﬁ»ﬁif‘ﬁ—l’”’15%517\;—»”“%51’&57@?’7&7
RAE PR o FRERE ABNAFEEMNZ LB RE L
Hpd 8% > 2843 & -, (851902 ,71905° F 38)

g
FFPA3 T cBFHFpIFad o 2772 FHP2L 0815 P 4

B oo T o b LR o FEFHBBEAI o RF AR o F AT
REEXAMNHT o (#1902 1918 F 74)

[ERER RS RY “gib him d--d good beating” EﬁU% "YEES ARR
R ) o RECFF R EEAIT E A Rt - Farh > TKE Al
R RS O B ORI L TR AT o O EAE O R
BEE S TSRS SR AR OO IPREAER -

PRI > sl F R AV Eh B SO AEIE 2 Bl = BB
P g e BEREEMEE - BEC—K  FEEEITREARILR
FOH o 5o e S B T S P s R o a3 SO A el iR BRIE 7 3 R =
e

(B1=)

“ ... if you do not take it [the gold bug] up with you in some way, I shall
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be under the necessity of breaking your head with this shovel [emphasis

added].” (Poe, 1902, p. 111)

TERHER S FE L o BRI AT -, (5 1902

KEWGHHR - BERKAR -AKEAEZIALR - BEA -
(# 51902 /1918 F 80)

BhpR > FARREHERVUSRE BN S £\ 2 5f - WaR A @R -
FU e ERE AW AN AR - WHEKSEE - EARHRW 25 - HE
TRWEE, ~ THE, o SEEEREE - BEASEITEAR - H
SRR 2 o (BEAGRESTREAR > EEREEE - BEAINE
EMNE TR~ TR PR o (EREARIE - EAIES - HRERR
R EE T WA A RECORThRE - R HATEREN - WIER
SR GRS AT L o TR i EIR G R AL N > DUE
2 A DA L BERA (R > (F REIRER A2 IR -
AEF B R - ERERECE =L - BEERZIE R B
AR - (EREERFE S IR 2 IRERDE ~ MEEE - B0 DsEER R B
Zah o " BAZEEEME - MR HEEEPE - BEEW A A

kil

Wideb— @ o AT R Mo el 3k g oo | BRI G
S I e S I LR P A B v’%u@yﬁ@&:ﬁ%ﬁgﬁgj (#1902 /1949 5 |
108) 5 AR ANFFEHILARE D TAgEF i fetghai £ A

BEFER~ I READF

B —— TR AR - B e
P 2R AT B F LR AL D, (B0 1902,/1949 0 F 120) o

W B R

AR AR B Tl Ad o AR AT ASFRA! INBER ST
W RGBT ] T AN AT hiE G SEEW ) hp e 2 K FT R 22
9 ——fnw FAEIE (801902 19490 F 126) o
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HEARARRA iR e U SR o e R
BELGREEER ~ el - (EEE s S0 MR S GRS - (HIE
PR ZEFREA O - g AHEEEAPORE LA - 1516
a5 AL o sEE AR E RO - ERERE R L BB b
TRE T A B S -

(&) R B ASGERTT RS REMESXEET - 1+
BT B - TheF ~ R0 ~ SRR R AT GE RPN - A
o FREE o MR T OSCRRY RN AMERCE IR T B ATLGE
SORTHRE - o HE b R e e A 1 2 PR AR IR 6 © AR DT SERIER
{beBr 2% EERAE A&  HESERTIIE - sEEE AR
£ MEFEDIIS g E TS 2R o FOChWERAERT AR ZEEM - 12
HE Y PEREERAEE - RBEASGER S 2 EEE R
HEGE ~ FESSTESNERG (PRIEATTHY TN, ) ZEEE - HEUEE

1 4eds- t “The mind struggles to establish a connexion — a sequence of cause and effect —
and, being unable to do so, suffers a species of temporary paralysis” (Poe, 1902, p. 125) ¥
P TR AS LGB REFLFR—BERARERGAFMthely > &5 pFF
F e B E R R R R X T - BRSO R (B0 1902 19490 | 129) o
VLTI Eaeeeees B R A EL S o

12 44 1 “The first question regards the language of the cipher; for the principles of solution,
so far, especially, as the more simple ciphers are concerned, depend upon, and are varied by,
the genius of the particular idiom” (Poe, 1902, p. 133) — ¢13¥ 5 @ T3e £ 5 i B chas 51
2 F R FERTORMNEL AV RS F A, (801902 1949 |
136) o & L300 BB 0 A e

13 43 1 “No doubt you will think me fanciful — but I had already established a kind of
connexion” (Poe, 1902, p. 127) — #F 5 TF @ gy » - TRn: A LE§Fx
¢ VARSI ShiepETHL  Ea—EBERT ) (1902
1949 » F 130) o #ds (w25 Tde iedie 4+ L3 ) — dggcit 3% o

M bgeit o dla s L 5 ks et (2018) -

B2k T OAEEEIRR L BEIE 2 e bldo# “gose” (ghost) 5 48, (goose)
e d 296 > 7ade- 48, (851902 /1905 F 38) rﬂ%ﬁﬁrkﬁﬁiﬁﬁJ (#
1902 /1918 » F 74) 5 Ti& ¢ th#g7%4kene | (301902 /1927 » A3k ) 5 Togw
P-4, (H51902,1949 F 108) o * 2 & “Keeps a syphon wid de figgurs
on de slate” (Poe, 1902, p. 103) (syphon 5 cipher 2 3-3%) ® ¥ 5 ri'J_VRSF‘? 3o T
B L EF- BREEF | (B 01002 /19270 ~4) 5 T A F - BEBF AT
(#1902 /1921—1922> F 272) : "&£ ¥ Bdcd r F 5/, (B 1902
/1949 > F 108) -

22}
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WEMbZ o FERFEEFIREE o BREefEIL > AL T BB AR S (E MY
G570 REHRT TE@aH g U LER RSB EE HEES S UET
CEEZE > 2016 > H174) - {HE ~ H - k% SR FEI56ET - M
A~ CEEFAMMEEE - AR BEER AR " AESHE ) (conscous
compensation ) (Toury, 1995, pp. 273-274) °

2% ~ B S

WEE—EAFTHL - () — RELRAEF S A0 TR el 2 [ -7 e
S RPN MRS E B e o SR o G R OCES ~ BE
T BNIEERTEOE 28 NERA TR EE R SRR A S AlG
FOCPR AR P IORME S EMEE - (BB ErE > FNE T ZTh
FIBEREAIA 2 - ATEEREE T IR A S LU U2 > 37
7N AL PR B AR A B Y S A )

B o B S e e T B S LA SR RE 0 IR R [ 48
A—/NEEE LTS T/NIEE ) (kid) —FASLEEH T2 4 “Kidd”
AR BB A AR T M AIE_ BRSO TR
% o BE A I = ke B CA AR R e =

(FIaz—)
At the corner of the slip, diagonally opposite to the spot in which the
death’s-head was delineated, the figure of what I at first supposed to be
a goat. A closer scrutiny, however, satisfied me that it was intended for a kid

[emphasis added]. (Poe, 1902, p. 129)

(Iraz =)
You may have heard of one Captain Kidd [emphasis added]. I at once looked
on the figure of the animal as a kind of punning or hieroglyphical

signature. (Poe, 1902, p. 129)
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(I =)

But, with the cipher now before us, all difficulty is removed by the
signature. The pun on the word ‘Kidd’ is appreciable in no other language than
the English |emphasis added]. But for this consideration I should have
begun my attempts with the Spanish and French, as the tongues in
which a secret of this kind would most naturally have been written by a
pirate of the Spanish main. As i was, I assumed the cryptograph to be English
[emphasis added]. (Poe, 1902, p. 133)

BIHZ — s B E R [T Ry LS - I CKid” 5
FREIT > —Bhd “Kid” Bl “Kidd” —538%% o fEsm/NRERE BiEis
FAEATRIENEE  WHPIYZ =I5 H M T4/ - RS H I TR -
IWEDEHES Y~ TERESEET BRI - et SOGEE
FRfRERASRE - HIENSIMCZE » NEADHILIE R - BRI o
R BREELEEAE o B (RERAIEE > R

(1) "W 2 -] bX e TEFAFIERS R, (301902
/19150 F 14)

(2) T2 2 REHABYE2Z T, (#1902 /1915 F 15)

(3) TENLFBERFRIRE - o Tt sz BE RAE o
BT L EE o (#1902 19150 F 16)

REB AR “Kid" B “Kidd” ZFHEE > M2EM THE ) —5 58
BUNCEEDER > BRIy BTN — T2 o FaEi iR
ML INEEEREARIIERE > 41250 “goat” —HAIEHEER - H:
FERR R ISEE 2L HEEETE - H55K “kid” 7 “kidd” ZEERASUR "L
(goat) Bl "X | - fif ¢

(1) "3 RFALREFT - A RBZFF - GFRHHEFL
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¥4E , (#1902 1918 F 91)
(2) Ty gl X2 @R oram=> 3238 (#1902

/1918 » | 93)
g ~ REERIRIFE S R IO AGEAR - BRI A

L3 o

(1) TR o JpPd 7MEREEF- G LE Edo
(801902 /1949 » F 132)

(2) Tins 3FEAGHEET - BA TR L (R
b F & BX R KIALG] ; #ELFRKID > &F 548
Bio ) &% PF2 aljede 7R BRI fF - LA EN S L
gpenE o, (301902 1949 F 133)

(3) TR frd £ (KID) M * 2 > F 4 ¥ 281 i}
A5 fR e g (301902 /1949 0 T 134)

v

¥

(1) "TEpF-FLI2Hm 7 Nibh#EF, 28 CPLFELBR
Kid» B 5L Kdd FHB > &=% - ) «cFERLE
,&ﬁ%ﬁm/ﬁ‘ oy (¥ 1902 1905 F 57—58)

(2) T2 EFo 20 (B FLABZEH FA
BHANABREL  BERIEEBRT 2 HH —FEFE
W AR RN BEAR BERAEM ) 2EF T 7
(# 51902 1905 F 58)

(3) T3 F b b BARET S o EF S AT o e
B FAL AT I HERTE FFRLE e, (B

1902 /1905 » T 61)

AR DA R 7 2 A - A AT TR - 280 - BI(E4R A B
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SCHIE A RS, MEFRR (CRTERHAERIE - FEEER TR, 2
PRy kia" ) HIETEE ) (FPEEZAH “Kidd” fRy “kid” ) -
JRECE R SRE R FEE B RSP RIE R “kid” —F %% -

REAEE ~ BRI1IEE > BEERY “kdd” Bl “Kidd” ZFsEE > WA
IEEARE “Kid" Bl “Kidd" W5 [N SAmEE A (7
EEE > Bl i, ) > NEEERE > # “it was intended for a kid”
SRy T PREHEUEI ARG, o SRR BRSPS - R
TIESE  BEAL —EE MRS A (ERE -

CRALERFINE A B RS ~ RINsE MR SEE EE S E B )
WWFBUE L7 5 0 TR E R EE —(EREEH
(Captain Kidd) - FAPFgii S B/ NMUFHEEEERRIPNERT |
(3% > 1902 /1927 » +VHRR) > TIZHEHRE “pun” —FA T fif — kA
Bk 40 T HBEERR < Kidd J2 AT DA ASH A 2 RIERY S5 - HE B
(301902 /1927 » +Zhg) o BHEATER > SEZRERS - i 5258
PhpE —FEERE - (HEERRH S SCRAEIS AN TR ) 2B R T 25
HoE T EEEE ) FE RS R AREANE - OIS R B
NEE o EHEISAAEE > EREUEFENAY - BE PR
B B SO AAT R ERE ?

W SIECHMRETR > SERMERENT ¢

A good glass in the bishop’s hostel in the devil’s seat twenty-one
degrees and thirteen minutes northeast and by north main branch
seventh limb east side shoot from the left eye of the death’s-head a bee

line from the tree through the shot fifty feet out. (Poe, 1902, p. 137)

BEEREA SR 1 BRI - 55— TR B R Es% - BRRAE S
E 0 NEEEHET AR > B U O WU SRR ) 2 R
BB RE - NEANERTREER TR 2 -
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%2

(&) FEATIRE RS

FA FEFALLS - | (R¥re) Yo M| (7 EAEdTe)
LI S B2 R EE SRR
[ S Y A PR o R N
¥ PRt o B RS i3

%LE mY R YRR H SR BRS¢ FRE H AR
Wb E R REAGIEN Fe A YRR LI
LY ¢

N AEBGHAE - BEEFERVESE IR G o haRbiEsE
TR RS R > AT J:a%ﬁ( ° EEITEEA%?}’\%%%)@W » B FESCER
BZig - e IR > BT R > BRI - A
E@?%E%EU?&EEE%%E@Z%X:R% P AHFEESC - EEHEESEE - RN
BEHIR > AREITAATSGEL - IER BTt EEa » 235
E%%ﬂ%fﬁlzﬁ@éﬂéﬁwxﬁﬁﬁ 0 BEEETHRA REIE - & 1R
SEUIIEIRIE > 5% FOCKEMEN > JOCH IR E AR - B SRR
ATpEE E%@ EBLR R E —[FEER AR - &~ thSEREEM R
3 M R AR BRI 2R - e JOUEm A I —
Ko B4 > —R EHGEERIRSE ~ R ERIEE > FEeEEPSGRE
PRSI, - AL - gAY TR SR EHAEEE
I - B AN E S T AR R A R =
NERTIFEF BN - DEFETTREESE - % - FF
BRIV 2T MRAEERAE E =M A R B e Z 5 - 3%
oo SEEREE A T - (EEISMAT - S8R HEE R IR AT R Y3

Wge: hec®? M ALE D 3 “A good glass [emphasis added] in the bishop’s hostel in the devil’s
seat” » ¥ AP H#-H 22 L “A gold bug [emphasis added] in the bishop’s hostel in the devil’s
seat” o Jt = L # > Fld T “a good glass” i Y MRS W NIRRT S 3 S 0 S
BFIrPRALEDPETE L o £ F Y iﬁ:ﬁpg% X ma o NG F2
géfgﬁg:—fﬁ:ég_aﬁqrﬁéj,;:; F£ o ,gﬂ—%‘;\}ﬁ%ﬁ ...... E (ﬂ
1902 1918 » F 101) -
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X EENEE 2 - SR E MR MAFCCGHENE - EEE
RIS F B R » BRI - B R Bl SR, - B A HEEEAE -
ZAEMMEERMERE - 5 R RS (A2 RS AAE AT - 353
TER TR, - (EEEEIE =T MG EAN S48 - o] B Emnk
g

AREIMBIAT & - EIGEFT ARA M7 2 2 B AR i
EEEBIEMRRATS Z T8 ) (Lefevere, 2004 p. 240) © HL “kid”
Bl “kidd” R OIS - EMER "B DINIEES R Ok
T — RN EEEMUEE TR - AwmERE - F
SRR R A SRS EN T EEEE L - FEEE
o EERMERIERE - mELIETT T HE - R AR,
VR - (EEIREGRIMIRE 32 - (B s 2 Z LN ST B A -
A e B SRS S (| B - SR Rl B ie R A 7 AEE
e B o AR DISOSGRE /L OGRS > B SR
SR AL - P OC(E Ryl Bh AR - FRRELERERIL 2RI~ HIP
R BEMRENETEIF R TR - FEF SR REERL - T
B ATEMETAARIRESC > BTG - (Eh T ME
Ay TESREIH ) o MR SR AR B A T RS - B
ST ERMEMS A OGER R - e RYGEEE - MRS i AL
a0 AN RASRESSE IR AR S A Z T - fatil /< aE
o FEER AR SR v] - BEDNECSR SR - SR E (At B R DS DBRIT A
0 BIR L SRR AR AL ZREN: - #JE TEN , IR
e PR EY)

Bt~ 3% PRUME O F

W ERRET (%) EEBR S RE M RSN R P -
NERHERGIR PR SGE R EI—RYGE - R A
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SR BIERE STREN - BEEE S A - BRI S EEY N OUT
REVFENE - fIE 2R T %ﬁf FERNEE 2 EURAE AL > REREERFF
MHZRERE - FEH L DS HRPEEREGACE » BATGELICERTT
BZZERE SR Fan Xj&e%s R A ﬁ‘jﬁ% * BT
BHYERS > WIREEEE A AR > A0 “kid” 7 “kidd” EERE o A DR E T
Bl Lnh o 0 HEEARESIZ SRR o AT > BRI HERZERNS
() EhHEES REMSIREH - MIEERFA R S R AN E
AH—ERER - T AT R A IR - MAEZR T A AMAZ
Ze (&) RN SR e 2400 8 - Ealmdathie ? i
BEEEER SR EBERES KO - HRERE BEREATIE ? 5%E
Fotr o (&) WEEEIEDRIZEEM RS0 - 585 - DU
ZSREERS TR o WAEIE = AR RS 0 AE AT BT S

THES -
B B B SRR - ERRR R
BB B DS (E BB EE T4 - (BB ASGHAIRZIEEE -

T S S P HYSSOm Ry TR e AR B P S P 2= -
FHLE > ZFERBHISAE DA - HEENEEERMEE - BENER
HNREECCHZ E - DOUEE R38R - (8 i 2 =35 Ry an bz
H (&) ZZ5EM - 8 R BEERIOURN - e irsEE
HER T B N AR BRI o T BB ATERE S (At A o B
@ EEBN 2R ER NG > M R (R
MRIRFEEMGECNES (FHs%) - mE=T > B g At gihir=%
LR e L BERA (R - DR EEEEEEE THE, T EErS (iZD
HE TR 2D o SR - R RE R

THREZ A B B EEN (L) B (RFAHFR) P RS S
dﬁgt&éﬁa’zéﬁﬁif+ B EFFHFI RBR LA BTG
AR FprmELT A ’T%ﬁ*¢kﬁ’ﬂﬁﬁﬁ%%°%ﬁﬁﬁirﬁﬂ%
BB RS ST B2 (B0 1902,/19180 F 69) > THEE#E > 2 REA
(K’MR/wm’im)’mahijﬂm#ﬁ>a4e B~ T d T
BEOTHE o BiA %, (Mo mm/mm F 88) MATMARR o
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FLHIRRIA] - R EBA - ERIIREERTT - IHE SR MRS
BEEEINA] (B =R EEAT A R ESCRRE S E MG T
— REEENT - s TIEEIE E & — RO RS LS AR e S5 B
RIBE T LMERE S RARERYZESE © 40 ¢ S T n] G ARt I A S e e
FIEESSEY » ° IR SATR AR ST RAEET - ¥ AIEh(E * Disg bRk
07 o tREESC) EIERE PR R R - SRR - EE TS 4
SERYAEEEIAL - ST A RS R ABOEENREE - M
"EEEE ) EREEEENEE (U7 1902 19150 H 9) BERAELSN
S E AR EER (T RFBOFEESZ ) (B0 1902 719150 H
15) ~ EEHEAVE R - ESERDINREERSER - HEEEE
PSS LIRS (E PR/ N RENEE RS (40« JntRaEdiZ - RREEs
BURy s — ATERCE ~ KBS ~ SUEFFREEERE ) (FLER
2000) o bRAGEEGIFTH, - BRI (&) SESEE RN - FEHEER
/NGB I SR DL S AR I [ B AH FERRE R - SORRYEE S A MR LIZ
FIFTEALE 2 PR ISR 255 -

FT7 1920 AL RALFREEFREE S AT REE SR - AIEE
N Z shElEE RRAERE - BIP TN 2SR RS - B FR T
FEEHIRESRME 250 BEMNS - 6% W SR HE HerlUsE
Ao JRE R REAT RS A - R RET RN A TR E S -
RN R SR AN TN FEHIE - BEEECR
Bgo= AF LB FRE o BFRY dor TR A RR | > A= 4B BEP BH

% Ml flde 4p s, (3> 1902 1905 F 50) -
Pir @ Fid > R PRIZAFTHAFH o B0 Rd o 2740 T L5
Bkd 2 B - A R RS AUN B2 4 RS (B 1902 19050 F
20 ii;* ;z?f:ﬂugﬁiﬁaﬁa RERTRRBE A xR Ageh TR R L 250
wr2o (31902 /1905 F 54) o
21 o3 “took up his residence at Sullivan’s Island, near Charleston, South Carolina” # % @
VA AR B oo B b LN R FIBAAES iTe (801902 19150 F 1) o
Zhe T2 S HthF 8 o JRPERLBIET T LFE R R AREELH -

BB R RRAHREE LB AR TS P A7, (81902 )
19155 F 7) o
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PRAAE S 400 T —TEER A K E R BV TEIK - R REEEAVEI(E 4R
By P (301902 71927 0 KR~ T ERTE R —TE(E A E{E S A
OEETAE ™ (> 1902 1927 » Z4-VURR ) % - LM FERNIE
G AR R - * R =T FoCEEEE AL ~ ST
EF o B L T ESEAREEENR OSSR - BlHE - HiE
WAE TR TR RG AT [ S ) FAVEESCORER - () EFAYINGE - FIREREA
B TRE ) o DMREE RG] EERLIh IR AR 0 BT
o BT REEERORALE > SRR A Z AR SRR "B
FyREAESLEE - FANDARNEE - n] AR R B AR ML 2 5B
SRS o AN BRESCRI S TS - BEERE I S e g R e R
HIfth g - B REETE (EFa) — X2 BMEH L T EEHEH
ASCHE | > &3 Fy “Senior Student’s Guide™ > FH LASMRAME Ry i 2 & -
WIRTAAL » LRI E - RoRE IAERERR T S - SoEMEINE

R SCANAIRSRSE - E CEWmEITH) & EFEH (GR35
TR ) — g8l (&) FERAFE (R4 > 1927 0 39 k) = FESCHE
FACEBEFIETRAH "TAE , - TEE ) W T AEEEE A R
EHARRT  AEATER , (R4 0 1927 0 39 /) FZIEET
SET] 5, > B AR R AR - M SRS A I HERIGE R E R R
WS > Wt - AISCR SRS WARNER "TR/E - KiiE—
T R B SR « ffE Ml 1920 FEAEEARHES S ~ RIg B A JLEE

2 J= %t I felt irresistibly impressed [emphasis added] with a presentiment of some vast good
fortune impending” (Poe, 1902, p. 130) o

2 | % ¢ “we all fell to work with a geal worthy a more rational canse [emphasis added]” ( Poe,
1902, p. 130) -

25 o “Legrand had built himself a small hut, which he occupied when I first, by mere accident,
made his acquaintance” (Poe, 1902, p. 97) F 5 ¥ & i= fﬁ_ T- Y EE G HAdk
BRE > THUAE - A BARGLB 2SR /fj}éﬁéa\ TP (801902 7 1921—
1922 > F 48) ; * & #- “Yet he seemed not so much sulky as abstracted” (Poe, 1902, pp.
101-102) &% T B F RIS BEEFLAET | (#1902 /1921—1922 0 F
209) oyt th ik Lo LR EGEY G R o do# “scramble” TpaaE
“sitata table” 5 T & - ] £ 3+ | ~ ¥ “makemy fortune” FE T X% £4H, -
#-“soon after dark” F 5 T X § | ~ # “shocked” :F 5 "R % -



68 HFHA =% F=M

SEAG  MESLE S SCOEBIRHH R G ARE o HE SR AL 1920
FAO WAL B SCEEE - FAME o5 s e s - LRI AP
FifEEE > MERENE > EiEm AR S AU B - A E
(1935) fH5EaH%E

PRGN 30 i 0 9% 0 2 0 @ # (Figure of
speech) =+ - BAAE I B 0 ® OB o Fla o
yeo AE B g (F 223)

RIBEZRE (2011) W72 - EHERF | B O iRERE 3, HIM0EL - —
HE AU e —E IR E R (H223) o HILEEE F (s
A EEUFERAEE - THIETRE T EE ) PR AR
M (&) ZZEBIEERE ELEE (Oh) 5ERM 2B - HIESIHR
SR o NI S PR IGER S 2 e - RIS > BT ERE -
MHELZT o REERFZBASLE - BRAARUE TltEt ) - B e
BHE > BERRAEBOE R TROE | RIEERCSCHEREE AR E RS -
ERRERE - BEN S S0UBEHENEEE - DREMREE - R
TIESEIRAY TR ) — RN S SR A E R R P AR —E S
B, (Ra4gk2 > 1984 H 48) » B T A gNarsty 1 7 4] 7 2E %
PRALHE 7 AT e (FEARE > 1984 H 50) o LALEREGHLIEE
BB - Ble (1984) 3K > RIS M JEAIFE - BB NHA
R EARBUERY - (LR B CHYEEEER, (H53) o HAE T
ERRBREEMR G e, (H53) o KEEEE SRR -
PN ~ B - AERRER AR FESAFRIE LKA (A 55) -
FE IR R T W SOARE = S MR RR 0% - (8 A B Ry fof 2 D
B b S CIEE P SCH EE IR B B A 2252 - (B[RSl 2 e 2 [ ER
BZHF - N Ry B 18 FaaBal S > EEINREAENEE - WA B
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NFEERREBRE T T RIGAEAVES R, - BRRZE * ERdE
SFHEGCAPHIRIEE SR A R 1905 FELEE ST 520
FEL R NS ) YRR ATRE > SESB S EREA TR S8 -
[EASCERT > (&) XAZEET IRV EEME - £
50 FEHYRAZTIR T > FETZEOHMINA - BAREZ TR B
sl VEL o BOEE > BRRE > 2AEFAEEEH AR EE
/N BB S EE) - LREAGU RS S HEMEZGER o TR (&)
VAN EOEEEFEA DN ETRETE ? 2EXR > ML (&)
BB s > BB T R T, o FRER > BRENE > 5HE
EEREREE - MRS E B AR R 20 A OURRE - 280 > AameE s
DIEER Ry EBURPTNREAT IR - 5330 BRI Z B A [FIBRRRAY IR
 WIRH N REAGEES - el ~ B RO LS FRE
JE_EPRA T HGIR DR R ER (R B0/ NaR A SR ARG - 2811 > e 3R A
i HUCSEREA G R AR - HER TR SR AT RSO
PMME » MAEALIESR TBEL L, ~ THE ) I > BEEHR
EARD  EEMCHEESY TR ECENEEEEE - HIVE
TESHRZIF A - RuErET7 » 7 TS i E 2 BB EN A LRI EEIZAIR
BN B RE Z DT R (5, (FEE L0 20100 H 140) > HEEWH
AIEEAAEATAERY > H VA SRR ERO A S 2 % - RS 5
T EHERSIT IR S B IR E IR E M S RE SO Z 7oK -
BB b 2 5 KBRS "Rk, - ekt E5E

il

o

BEF(E) MAR(EH HEFE) - F SRR RENRAL P LA R
FHERYEES cETF 30ENR BE o P EYHC AL 20 # 8- do RE
R FLaRF 24 - qFEFRMAL R REFTE S FRTREFTHLEE
PR AR AR FARG TR s Rl o SIRBEIRLE S d v F
B (B mv 1929 ALRE 1 1934) - FAARERTF L TRFIRNGTE  LABFE
RA g b F R WP RALE Y P B Rt TAR R AR
Booihdbeg F Y- 5 Fivg ) (ALRE 1934 T 858—859) -

THGEAS (ZAH) G HEE AR LR S ERE L T g ez
o EHF TR AKERETR R T R AL - P T2, (o
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Interpreting in the Language Classroom: Effects of
Chinese-to-English Interpreting Strategy
Training on EFL Undetgraduates’ Oral Proficiency

Yinyin Wu Posen Liao

Conditioned by cognitive and temporal constraints and interpreting norms, interpreters
adopt strategies to solve problems, prevent problems, and enhance communicative
effectiveness. Interpreters’ resourcefulness and efficiency in achieving communicative
goals may be what language learners can learn from. This study examines the effects of
Chinese-to-English interpreting strategy training on Taiwan EFL (English as a foreign
language) undergraduates’ oral proficiency. A quasi-experimental pretest-posttest design
and qualitative data collection methods were employed. Sixty-seven high-intermediate
to advanced learners were assigned to an experimental group (EG, »=43) and a control
group (CG, #=24). The EG received a 12-week interpreting training consisting of
strategy instruction, six-step oral training, and speaking assignments. The CG received
no strategy instruction but comparable oral training and speaking assignments.
Statistical analysis of the mean scores and detailed aspects of the pretest and posttest
was conducted. Between-group comparisons showed that interpreting strategy training
led to significant improvement of the EG’s fluency in descriptive/narrative task types.
Furthermore, the EG saw far more extensive within-group improvements than the CG,
which might have something to do with the interpreting strategy training. Qualitative
analysis of the EG participants’ written reflections on Worksheets and focus group
interviews with lower- and higher-level speakers revealed that three major factors
limited the application of interpreting strategies to English speaking: one’s natural
tendency to use strategies, the elusive nature of our thinking, and the extent to which
Chinese appears in one’s mind when speaking English. However, the participants also
believed that the training enhanced their resourcefulness, accelerated their application
of strategies, expanded their strategy repertoire, and induced an interlocutor-oriented
mindset. Interpreting strategy training from the learners’ mother tongue into English
can be a practical addition to a conventional English speaking class, and will be filled
with diversity and challenges as well as fun.

Keywords: Chinese-to-English interpreting, instruction in interpreting strategies, teaching
methods and materials for English oral training

Received: September 20, 2018
Revised: December 18, 2018, January 14, 2019
Accepted: June 5, 2019

Yinyin Wu, Assistant Professor, Graduate Program in Translation and Interpretation, National
Taiwan University, E-mail: yinyin50@gmail.com

Posen Liao, Professor, Graduate Institute of Translation and Interpretation, National Taiwan
Normal University, E-mail: posen@ntnu.cdu.tw



~ =3 (2019494 ) » 77—126

i i ko AT IR © Pt LIRS ORI /R
BRI IGEEEE LIRERE 1 OB

LFF Fhk

TR BAERBHIPRA] ~ RpfE]ER ] R SRR ARAY ALY T > PR SRES AR -
TP R ART R ERUR - B AR AR S B E AR5 - AWFEERAT ~ &M
EERGTE A BRI E - Pl o7 i e ESddE g 2 2B
EHGEEEE RVTRER > 0 R BRI 43 ARIERE 24 A et
RIS SRR B LRERE N 22 - BhRZ 12 B OSSR  Bas
HEEER ~ 7P BR IR SRR CISEESE - PERIERIEZ ISR - (HRee
FHYLIEEIISR & IREIESE - AEEMEERITHE - MAHAT « AR SEEE Cslpisi oy
o8y BIIEAE Teat oA - AHREEEEUR - ISR SR fE T+ E A
fl /SORUE RS ERVRTAIE - SENEEROTTE - HERHEE S A HE S IR
Hl4H - BEEERATRE LIRSS SR BE - EERHAYS S T/ (Worksheets )
PRz A E R Y SR B RS sk FE MR RN - = KR RIFR I 3o
FESEEE LI ERYIER] © (8 FISRESAYARE ~ ARV EN: - DLURGR TEaBIR A o
R P SCARERE » 2RI - S8 thad Fy 1SS SR SR AT HR T T BT B il e
DERERHS FE AR R ~ i pE S P R SRES > el TS e E i - BEES
BB L33 BRI B R AE R St R B b IR B Pk B - B EBMBOEE /%
JLEH -

BAE 0 e o Gk v R 0 HRE g O

Wt = 20184£9 H20H
B : 20184E12 18 ~ 20194E1 H 14H
P52 1 20195F6H5H

TEF RS AL S AR I 5 0 E-mail: yinyin50@gmail.com °
Fipd o B L8 F"T:%;’ < B 7 ATR P E-mail: posen@ntnu.edu.tw °



Interpreting in the Language Classroom 79

Introduction

Attempts to incorporate translation activities in the language classroom
have experienced new momentum in recent years, with translation being
regarded as a “legitimate and effective tool for learning, teaching and assessing
foreign languages” (Laviosa, 2014, p. 1). Translation can be integrated into
task-based activities as a communicative tool (Ali, 2012), and can be a method
for teaching creative writing (Laviosa, 2007). Interpreting, on the other hand,
has not received as much attention in the language classroom, probably due
to high cognitive demands involved in interpreting tasks, students’ insufficient
second language (L2) proficiency, and large class size (Wu, 2015). Although
large amount of listening and speaking practice in interpreting training may
benefit foreign language pedagogy (Liu, 2002), only few empirical studies on
the effectiveness of interpreting training on EFL learners’ oral proficiency have
so far been conducted and produced mixed results.

In a pretest-posttest experiment conducted by Liao and Hsu (2004), the
experimental group with 20 undergraduate EFL learners in Taiwan took a yeat-
long interpreting course, while the control group with 22 learners took a regular
English oral training class taught by the same instructor for the same length of
time. The posttest showed no significant difference between the two groups, as
measured by the intermediate-level simulated speaking tests of GEPT (General
English Proficiency Test). Although the interpreting course was well received
by the experimental group participants (Liao & Hsu, 2004), two factors may
explain their lack of significantly better performance in oral proficiency than
their peers with regular oral training. First, at least half of the class time was
devoted to interpreting practice in the direction of English-to-Chinese. Since
receptive and productive knowledge is not completely transterable (DeKeyser,

1997), training in English listening comprehension might not lead to significant
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improvement in English oral production. Second, holistic evaluation of oral
proficiency might not capture the subtle changes of oral output.

A modified simultaneous interpreting (SI) drill was used in Yagi’s (2000)
one-time pretest-posttest experiment. The experimental group had eight Arabic
college-level EFL learners practiced SI from the Arabic translation of an
English passage back into English for 30 minutes, while the eight learners in
the control group practiced retelling the passage in English for also 30 minutes.
The posttest had all the participants retell the same English passage, and the
experimental group performed significantly better in fluency (measured by
speech rates and dysfluency instances), vocabulary size, idiomaticity, sentence
complexity, and content density. This study showed that the SI drill, which
probably engaged the learners more cognitively and motivationally than
retelling the passage with one’s current level of English, could enhance the
learners’ oral proficiency as measured by the same task. However, it is not clear
how the learners perceived the drill, how the drill could be more interactive,
how it could be blended regularly into the communicative language classroom,
or if proficiency gains can be transferred to unpracticed tasks.

To maximize the potential benefits of interpreting training for EFL
learners’ oral proficiency, we should pinpoint interpreting skills that best meet
learners’ needs. One component relatively unique to interpreting and might
facilitate EFL learners’ oral output is interpreting strategies. Conditioned by
cognitive and temporal constraints and interpreting norms (such as minimizing
processing effort while maximizing communication effectiveness), interpreters
adopt strategies to solve interlingual and intercultural problems, prevent on-
line processing problems, and enhance message clarity, especially in the more
adverse direction of into-B interpreting (i.e., interpreting from one’s dominant
A language into one’s weaker B language, also called retour interpreting) (Wu

& Liao, 2018). Interpreters’ resourcefulness, efficiency, and effectiveness in
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achieving communicative goals with strategy use may be what language learners

can learn from.

Rationale for Interpreting Strategy
Training in the Language Classroom

There are differences between L2 speaking and into-B interpreting. First,
while L2 speakers have to plan and formulate their opinions, interpreters do
not have to conceptualize the content of an utterance from scratch. Also, L2
speakers usually have to interact with an interlocutor, yet interpreters are not
directly involved in the conversation with interlocutors. However, L2 speaking
and into-B interpreting share similarities in speech encoding processes, resource
deficits, and processing time pressure, justifying interpreting strategy training in
the language classroom.

Based on Levelt’s first language (L1) speech production model,
Kormos (2006) proposes an L2 speech production model consisting of
the conceptualizer, the formulator, and the articulator. The conceptualizer
generates the intended message; in the formulator, three encoding processes
(lexico-grammatical, morpho-phonological, and phonetic) are activated; and the
internal speech is finally realized through the articulator.

The mental processing during interpreting is undeniably very complicated,
involving coordination among comprehension, analysis, transformation,
production, and monitoring of both verbal and non-verbal messages. Also
based on Levelt’s speech model, Setton’s SI model replaces the conceptualizer
with the mechanism of source speech comprehension and that of the
Executive, while the formulator goes through the process of microplanning
units in the target language, followed by grammatical and phonological
encodings; finally, the phonetic plan is articulated through the articulator

(Setton, 1999). In other words, L2 speaking and interpreting, although having
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different mechanisms in the conceptualizer, go through similar processes in the
formulator and the articulator.

During the phases of the formulator and the articulator, resource deficits
pose a major challenge for both L2 speakers (Dérnyei & Scott, 1997) and
interpreters (Wu & Liao, 2018). L2 speakers often get stuck in their speech
because of irretrievable lexical items and insufficient syntactic knowledge
(Kormos, 20006). Similarly, interpreters engaging in into-B interpreting
might get hung up on words because of interlangauge and intercultural
differences between two languages (A#B), and of being less resourceful in
one’s B language (B<A), yet they use general or similar terms, explanation, or
paraphrasing to get their messages across (Wu & Liao, 2018).

Processing time pressure is another challenge for both L2 speakers
(Dérnyei & Scott, 1997) and interpreters (Péchhacker, 2016). Time pressure
exacerbates the problem of resource deficits and conditions serial and linear
processing in both L2 speaking and interpreting. Created online, informal
speech consists of “clausal and phrasal units linked together linearly like the
cars on a train” (McCarthy & O’Keeffe, 2014, p. 274). When we speak in L1,
the language production process is “incremental, parallel, and automatized”
(De Bot, 1992, p. 6) to achieve natural speed of delivery. This is because lexical,
grammatical, morphological, and phonological encodings are largely automatic,
allowing us to allocate more attention to conceptualizing the intended message
(De Bot, 1992). When we speak in 1.2, however, both the formulator and the
articulator require attention, and thus the processing is serial, at least partially
(Kormos, 2000). Interpreting, especially SI, is similar to spontaneous L2 speech
production because incoming messages come linearly. Interpreters usually
resort to such strategies as chunking and padding to deal with the linearity of

incoming messages and processing time pressure (Wu & Liao, 2018).
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Research Purpose and Questions

We hypnotize that L2 learners could learn from interpreters’ flexibility
in dealing with resource deficits, efficiency in handling the linear nature of
speaking under time pressure, and effectiveness in maximizing message
clarity. The present study, therefore, aims to examine how Chinese-to-English
interpreting strategy training integrated into Taiwan undergraduate EFL
classroom may affect learners’ oral proficiency. The major research questions to
be addressed are as follows:

1. How does Chinese-to-English (C-to-E) interpreting strategy training

affect EFL learners’ oral proficiency?

2. What are the possible connections between proficiency gains (if any)

and interpreting strategies?

3. How do learners apply interpreting strategies to their English speaking?

4. From learners’ perspectives, to what extent can they apply interpreting

strategies to English speaking?

Three features set this study apart. Firstly, the training singles out the
strategic component of interpreting and focuses solely on the direction of
Chinese-to-English (L.1-to-L2/A-to-B). Furthermore, the elicitation tasks
are unpracticed open-questions, examining whether the benefits (if any)
of interpreting training can be transferred to unfamiliar contexts. Third,
componential assessment should capture the changes in learners’ proficiency

profiles in greater detail than holistic evaluation.

Research Methods

This study proposes that the similarities between L2 speaking and

into-B interpreting in mental processing and potential problems may justify
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interpreting strategy training in a college-level EFL classroom. The strategies
interpreters employ to deal with cognitive and temporal constraints and to
enhance communication effectiveness might benefit L2 learners. A quasi-
experiment was conducted to examine how Chinese-to-English interpreting
strategy training affected undergraduate EFL learners’ oral proficiency. Both
quantitative and qualitative data were collected and analyzed. Quantitative
data in the form of pretest and posttest scores were subjected to statistical
analysis to examine the effect of interpreting training on the participants’ oral
proficiency. Qualitative data were analyzed to examine learners’ actual use
of strategy in their English speaking and to understand their perceptions of

strategy application.

Participants

The participants of this study were 67 non-English-majored freshmen,
31 males and 36 females, from three intact classes taught by the first author
at one of the top-ranked universities in Taiwan. Forty-three students from
two classes (22 and 21 students each) constituted the experimental group
(EG) because of fewer students in each class, while the class with 24 students
constituted the control group (CG). About 70% of them achieved the top
scaled score of 15 in the subject of English in General Scholastic Ability
Test (college entrance examination), while 27% achieved 14. Therefore, the
population these participants represented was high-intermediate to advanced
EFL undergraduates who grew up in Taiwan and received similar compulsory

secondary education.

Pretest and Posttest

At the beginning of the semester, both groups’ participants were informed

of the experiment. After signing consent forms, they were introduced to the



Interpreting in the Language Classroom 85

format of pretest and posttest, which were based on IELTS Speaking.

IELTS Speaking contains three parts. Part 1 contains questions related
to one’s life. In Part 2, test takers are given a topic card; after a one-minute
preparation, they speak for a maximum of two minutes. Part 3 is an extension
of the topic in Part 2, but the questions are more abstract and complicated. The
three parts of IELTS Speaking tap into test takers’ ability to provide personal
information, explain, narrate, describe, compare, speculate, summarize, as well
as express and justify opinions and preferences (Taylor, 2011).

In the present study, the pretest and posttest were standardized with pre-
recorded procedure and questions to ensutre consistent sentence structures and
prosodic features heard by all participants. Since the participants could give
their responses as fully as they liked in Part 1 and Part 3, the length of a test
ranged from 10 to 20 minutes. To reduce practice effect, two equivalent sets
of test questions were administered.’ In both the EG and the CG, half of the
participants received Test A while the other half Test B in the pretest, and vice

versa in the posttest (see Appendix A for Test A and Appendix B for Test B).

Teaching Procedures of Interpreting Strategy Training

All three classes lasted 150 minutes weekly, featuring oral and writing
training. The classes were conducted under the spirit of communicative
language teaching and task-based learning, highlighting meaning negotiation
through discussions, role plays, pair work, and group work. For 12 weeks,
the EG received C-to-E interpreting strategy training, consisting of strategy

instruction, six-step oral training, and 10 speaking assignments. The CG did not

! With regard to equivalent forms reliability, independent t-tests showed that there was no
significant difference between Test A and Test B in either the pretest (M =70.99, SD =9.32,
n= 32 tor Test A; M =72.69, SD = 9.87, n= 35 for Test B; #(65) = .72, p = .474) or the posttest
(M=74.94, SD =9.27, n= 35 for Test A; M =72.79, SD =9.17, n =32 for Test B; #(65) = .95,
p=.345).
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receive interpreting strategy instruction, but received comparable oral training
and speaking assignments. The writing training was identical for both groups.
Interpreting strategy instruction. The interpreting principles and
strategies taught to the EG were based on Wu and Liao’s (2018) into-B
interpreting strategy model and taxonomy, with slight modification and
extension to fit the needs of teaching speaking in the EFL classroom. Table 1
shows an overview of the strategies taught. Strategies under PRINCIPLE 1. BE
FLEXIBLE mainly deal with resource deficits; strategies under PRINCIPLE
2. ONE CHUNK AT A TIME are ways to counter processing time pressure
and the linear nature of spontaneous speech processing; strategies under
PRINCIPLE 3. BE CLEAR and PRINCIPLE 4. BE CONCISE are skills that
enhance discourse level clarity.
The strategies were divided into five instructional units: (a) Strategies
1-1 to 1-3; (b) Strategy 1-4; (c¢) PRINCIPLE 2; (d) PRINCIPLE 3; and (e)
PRINCIPLE 4. There were two rounds of strategy instruction, with each unit
being taught twice with different demonstrating examples and practice items.
The first round took place before mid-term and followed the above order,
while the second round took place after mid-term and was arranged to match
the theme, activities, and materials of each week. Each instructional unit was
taught with PowerPoint presentation containing four phases: °
1. Why strategies were used. Interpreting norms, such as getting the
meaning across, bearing the audience/listeners in mind, avoiding long
pauses, producing self-contained sentences, and producing concise and
clear message, were explained to justify strategy use. The application of
interpreting norms to L2 speaking was also pointed out explicitly.

2. How to use strategies. For illustration of strategy use, examples were

2 See Wu and Liao’s (2018) supplemental materials for an example of PPT for interpreting
strategy instruction.
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selected from professional interpreters’ SI or consecutive interpreting
(CI) output in authentic contexts, and from other spoken sources such
as TV shows and lectures. Some of the examples were converted into
“practice items” for phase four.

3. How to apply strategies to L2 speaking. Examples from both groups’
speaking assignments were selected to demonstrate strategy application
in tackling expression difficulties, reducing production effort, and
maximizing speech clarity.

4. Practice. The participants brainstormed answers to “practice items” in
pairs, followed by a whole-class review on each item.

The CG received no interpreting strategy instruction as a treatment, and
therefore they had longer time for small group discussions or for other in-
class speaking activities. However, when the CG participants got stuck due to
lexical retrieval or other kinds of problems, they were still encouraged to use

alternatives, such as explaining and paraphrasing, to get their meaning across.

Table 1

List of Interpreting Strategies for the Experimental Group

PRINCIPLES and Strategies
PRINCIPLE 1. BE FLEXIBLE Examples
(‘AR
1-1.Use a more general term (#&£ E 1. 5% & F% 1 ¢ (UN Security Council)

') ): Use a term of higher rank or —an international organization
broader category to replace a word or 2. 4 F FT R F 7 L > E o) # (She
a list of items/concepts. bought tables, chairs, beds, and a sofa for

her new house.)
- She bought furniture for her new house.

1-2. Use a similar term (#£ ™3¢ ): ¥ % (custom)
Use an approximation, a synonym, ->tradition
or a near equivalent term, which may

be followed by synonymic phrases,

examples, or explanatory remarks to

enhance accuracy.

(continued)



88 M{ vW] }i‘ 517 + ;%:‘ Eﬁ ;ﬁﬂ

Table 1

List of Interpreting Strategies for the Experimental Group (continued)

PRINCIPLES and Strategies

PRINCIPLE 1. BE FLEXIBLE
(F %)

Examples

1-3. Explain (f##): Describe one or
more traits of a concrete concept/

item.

1-4. Paraphrase (3% 6] 331 ): Put ideas

in other words...

1-4-1. Paraphrase from the opposite
angle ( B 1 # 4E ): A term, phrase,
or clause opposite from the intended

message is used after “not” or “no.”

1-4-2. Use plain but clear English
to disambiguate the meaning of
metaphors, idioms, slangs, four-
character idioms, euphemisms, quips,

figures of speech, etc. (F @ ZE L)

fic £ 45 % (supporting measures)
- Measures that support the main policy

AL

- change one’s focus/do something else

% # (divert one’s attention)

fg ¢ 2 A7 7 (The bread is stale.)
- The bread is not fresh.

AE2EL - BT 54 (Pmjust a cog
in the machine.)

- I’m nobody./I’m not very important.

PRINCIPLE 2. ONE CHUNK AT A
TIME ( 4 £ &2 )

Examples

2-1. Chunk the source text. ( ¥f 4] )

2-2. Presetve linearity. (JE3E)

1) N F"—’”'JF:) I % El/(Z))k $ e
i /(3) 7R PFiE £ Eﬂﬁi}’?]‘/(4) Fl &R
YRR IS S VALY

((1)Wc can sece that when New Otleans (2)
was hit by the hurricane, (3)at that time
because the US government (4)could not
help the residents of New Orleans)

- (1)We can see in New Otrleans, (2)during
and after the storm, (3)the US government,
(4)they couldn’t help the people of New
Otleans (a)

(continued)
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Table 1

List of Interpreting Strategies for the Experimental Group (continued)

PRINCIPLES and Strategies

PRINCIPLE 2. ONE CHUNK AT A
TIME ( A B EJE)

Examples

2-3. Produce short, simple, direct,
and self-contained sentences in the

target language. ( ffi 5 €7 )

SHLF R M A TR K
A de FE AP ix

(When the scarce resources for survival that
the majority needs are in the hands of the
few...)

2> A lot people will need it...nced the
essentials, and the essentials are in the hands
of the few ... (a)

PRINCIPLE 3. BE CLEAR
(AP )

Examples

3-1. (Re) structure messages from
main idea to supporting details or
from general to specific. ( EZE B )

3-2. Add cohesive words to explicate
the logical relationships between ideas.

(AuiTEeE )

RGCL B B AR AS 0 T
ATt > FlaE2EM ~ FlEY L L. (Dve
been travelling around the world since I was
11 years old. I’'ve been to Africa, the Middle
East...)

—>Since I was 11 years old, I’ve traveled
around the wortld, going from the Middle
East to Africa. (b)

N It e T
(Of course we also hope to set up an
English website.)

- And another task we want to have is to
create this English website. (c)

PRINCIPLE 4. BE CONCISE
(H&FER)

Examples

4-1. Omit redundant, secondary,
superfluous, or repetitive parts of

speech. (& #)

AP e R AR e
A e AR T 100 §
(So—tar—wetaveestablishedinrthe online
world...the number of registered users who
supportus has exceeded one million.)

> The online registered users exceeded
about one million. (c)

(continued)
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Table 1

List of Interpreting Strategies for the Experimental Group (continued)

PRINCIPLES and Strategies

PRINCIPLE 4. BE CONCISE Examples
(BFE2)

4-2. Select important messages. (/T—‘Il 86.6% Ex G E L M @ 13.4% %
) 7 1
(86.6% of the cases involved women, while
13.4% involved men.)

—>The majority of cases involved women.

Note. Adapted from Wu and Liao’s (2018, p. 194) into-B interpreting strategy taxonomy,
(a) = simultaneous interpreting from Taiwan Public Television Service Online Live
Channel (2012); (b) = consecutive interpreting from Song (2009a); (c) = consecutive
interpreting from Song (2009b).

Furthermore, the CG was also introduced to similar norms and strategies
in the form of problems and solutions, which were listed on two PPT slides
only, and were illustrated with the same examples from both groups’ speaking
assignments. In other words, strategies to overcome communication breakdown
or to facilitate communication were not taught or practiced systematically in the
CG, but were mentioned sporadically.

To make it even fairer, structuring one’s ideas and use of cohesive
words, the two strategies under PRINCIPLE 3. BE CLEAR, as well as the
skill of summarizing, similar to the two strategies under PRINCIPLE 4. BE
CONCISE, were taught consistently throughout the semester to both groups.
The EG only had the advantage of the extra two times of interpreting strategy
instruction on BE CLEAR, during which the participants watched video
recordings of professional interpreters achieving discourse level clarity by
restructuring ideas and adding cohesive devices before engaging in practice, and

the additional two times of interpreting strategy instruction on BE CONCISE,
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during which the participants watched video recordings of interpreters
transforming wordy Chinese into clear and concise English before engaging
in practice.

Although interpreting strategy instruction was offered exclusively to
the EG, the CG was exposed to similar concepts and skills. The CG even
regularly learned and practiced structuring ideas, using transitional words, and
summarizing others’ opinions from English to English, all of which might also
be taught in a conventional language class.

Oral training. In the phase of oral training, both groups used the same
teaching materials, which were mostly authentic audio-visual sources with
transcripts and featured both academic and non-academic English. Both
groups followed identical steps of practice, except Steps 1 and 6. Table 2 is a
comparative overview of the oral training procedures for the two groups.

The first difference was Step 1. The EG practiced Chinese-to-English
back-interpreting to apply strategies taught. In terms of the materials for back-
interpreting practice, each week before class, a segment from the English
video clip to be played in that particular week was first translated into Chinese.
In class, students interpreted the Chinese translation back into English. Two
back-interpreting task types were created: role plays and chain games. Both
task types had students work in pairs to enhance collaborative learning and to
mimic authentic interactive conversation or debate.” On the other hand, the
CG practiced in pairs English-to-English paraphrasing or retelling of the same

segment of the video clip watched each week for similar amount of time.

3 Please refer to Wu (2019) for explanation of how back-interpreting practice provides
learning opportunities, description of back-interpreting tasks design, and analysis of
learners’ perceptions.
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Table 2
A Comparative Overview of the Oral Training Procedures for the Experimental Group
(EG) and the Control Group (CG)

EG CG
Step 1 Chinese-to-English English-to-English
e
P back-interpreting practice paraphrasing or retelling practice

Step2  Watch video clips
Step 3 Read along with or repeat after the speakers in the video clips

Step 4 Highlight useful chunks of words on transcripts

Step 5 Discuss relevant topics in small groups
Reflect on strategy application to

Step 6 . ) 8y app X
English speaking

Note. The between-group differences are boldfaced.

Steps 2-5 were the same for both groups. With regard to Step 4, both
groups were introduced to the concept, importance, and functions of formulaic
chunks at the start of the semester. Each week, after Steps 1-3, both groups
were given the exact same amount of time (eight minutes on average) to
highlight formulaic chunks on transcripts they deemed worth memorizing for
speaking.

Two reasons may justify the adoption of back-interpreting practice, as
opposed to interpreting from authentic Chinese speeches into English. First,
the teaching and practice materials could be controlled to be the same for
the two groups, reducing confounding variables. Second, Chinese-to-English
back-interpreting practice may cognitively engage learners more than English-
to-English retelling practice. As illustrated by Yagi’s (2000) study, those who
engaged in Arabic-to-English back-interpreting practice significantly improved
in fluency, vocabulary size, idiomaticity, sentence complexity, and content

density. Similarly, through back-interpreting practice and subsequent steps in
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oral training, the EG participants in the present study might be more aware
of the gap between their interpreting output and the original English. This
awareness might motivate them to pay closer attention to expressions worth
memorizing, which in turn might facilitate language acquisition.

The second difference was Step 6. After small group discussions or at the
end of the class, the EG participants reflected on their strategy application to
English speaking by completing Post-task Self-evaluation Worksheets. They
were given the Worksheets six times (mostly 10 minutes each time) in this 12-
week training to give examples of their strategy application or the lack of it,
and to reflect upon the difficulties or ease of strategy application.

The entire interpreting strategy training for the EG took about half of the
150-minute class time. Strategy instruction was given 10 times with an average
of 25 minutes, and the six-step oral training was conducted 12 times with an
average of about 55 minutes. Within the oral training, close to 20 minutes were
devoted to back-interpreting practice.

Speaking assignments. Throughout the semester, both groups had
10 comparable weekly speaking assignments. Six of the assignments were
conducted in the following steps: The participants recorded their one-minute
response to a topic, transcribed their oral output, and revised their grammar,
word choice, structure, and coherence in accordance with instructions.
Individual feedback were given to these six assignments. For the EG, however,
there was an additional step to four of these six assignments: They gave their
one-minute response in Chinese before self-interpreting it into English.

With the other four assignments, the CG watched three-minute English
TED talks, read along with the speakers while recording themselves, and then
highlighted useful expressions on English transcripts. The EG interpreted
three-minute segments of Chinese TED talks sentence by sentence. They

were reminded to use interpreting strategies to overcome difficulties, and were
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guided to type out alternative ways of interpreting to some parts of the talks
after recording their interpreting practice.
In sum, the 10 speaking assignments for the two groups were controlled

to be identical in terms of topics and procedures with only slight variations.

Data Analysis

Both quantitative and qualitative data were collected and analyzed to
examine the effects of interpreting training on learners’ oral proficiency, their
actual application of interpreting strategies to English speaking, and their
petrceptions of the strategy training;

Rating of the pretest and posttest. The judging criteria and rating
scale followed the band descriptors of IELTS Speaking. * However, several
adjustments were made as follows:

1. To enhance rating validity and reliability, two raters judged the

participants’ pretest and posttest oral output based on audio recordings.
The first author was one of the raters. The other rater was a veteran
English teacher and a trained rater for GEPT Speaking tests.

2. The audio recordings of the participants’ pretest and posttest
performance were cut into a total of 402 speech segments (67
participants X 3 parts X 2 tests), randomly numbered for rating on the
basis of parts and tests. This randomized, anonymous, segment-based
rating should reduce the first author’s bias as the instructor/researcher/
test-administer/rater in this study. To enhance rating consistency, the
raters rated the speech samples in the following order: Part 1_Test A,
Part 1_Test B, Part 2_Test A, Part 2_Test B, Part 3_Test A, and Part 3_
Test B.

* Band descriptors of the official IETLS Speaking test (public version) is available at http://

www.ielts.org/researchets/score_processing_and_reporting.aspx#speaking
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3. IETLS Speaking contains four judging criteria—“Fluency and
Coherence,” “Lexical Resource,” “Grammatical Range and Accuracy”
and “Pronunciation.” To be more in tune with the oral proficiency
dimensions targeted by the interpreting training in the present study,
“Pronunciation” was removed, and “Fluency” and “Coherence” were
separated as two independent judging criteria. IELTS Speaking band
descriptors are distinctive enough for this separation.

4. The 9-band scale of IELTS Speaking was viewed as 9-point scale in this
study. In other words, interval scales in the form of points and scores
were used. The score of each criterion under each part was the average
score given by the two raters. The maximum score of each criterion
under each part was 9. The overall score of each criterion was 9 X 3
(parts) = 27. The overall score of each part was 9 X 4 (criteria) = 36. The
total score of the entire speaking test was 36 X 3 (parts) = 108.

Interrater reliability. The most conservative and best measure of

interrater reliability for interval data is intraclass correlation coefficients (ICC)
(Salkind, 2010, p. 627). With regard to ICC interrater agreement measures, the
guidelines given by Cicchetti (1994) state that when the value is “between .60
and .74, the level of clinical significance is good” (p. 286). Intraclass correlation
in this study showed an excellent consistency in the two raters’ differences (ICC
=.92), and a good agreement between the two raters (ICC =.606). This means
that the two raters were highly consistent and systematic in their differences
in the application of the scoring rubric, and their interpretations of the
descriptors of the four judging criteria were similar.

Analysis of the pretest and posttest scores. The three parts of

the speaking tests represent different task types (conversational, narrative/
descriptive, and argumentative), and the four judging criteria tap into different

dimensions of oral proficiency. To capture the full spectrum of interpreting
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training’s potential impact, both descriptive (means and standard deviations)
and inferential statistics (two-tailed t-tests) were conducted using SPSS software
to examine the two groups’ pretest and posttest scores in great detail: total test
score, the overall score of each criterion, the overall score of each part, and the
score of each criterion under each part.

Between-group differences were examined with independent samples
t-tests on all the above-mentioned aspects of the pretest and then on the
same aspects of the posttest. The purpose was to establish if the two groups’
participants were from the same population with similar oral proficiency before
the treatment, and if interpreting training was the direct cause of the EG’s
significant improvement.

With regard to within-group differences, dependent samples t-tests were
conducted to compare the two groups’ posttest scores with their respective
pretest scores on all the above-mentioned aspects. Potential relationships
between proficiency gains and interpreting strategies were then explored.

Collection and analysis of learners’ strategy use. To examine learners’
actual use of interpreting strategies in their English speaking, nine EG
participants were selected. Three of them were lower-level speakers, two were
intermediate-level speakers, and four were higher-level speakers. Transcriptions
of their self-interpreting speaking assignments and posttest oral output served
as the sources for strategy use identification. Strategy use was then triangulated
with these nine participants’ remarks from retrospective interviews and
individual interviews, which were conducted by the first author in Chinese
right after their individual posttest to probe into their difficulties and thought
processes during the speaking test.

Collection and analysis of learners’ perceptions. At the end of the
semester, 12 lower-level speakers and 11 higher-level speakers of the EG

identified based on their pretest performance participated in semi-structured
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focus group interviews. Lasting 70-80 minutes each, the four interview sessions
(two for the lower-level speakers and two for the higher-level speakers) were
conducted by the first author in Chinese to explore the learners’ perceptions
of the entire interpreting training, This paper only reports their perspectives on
interpreting strategy application to English speaking,

The other source of qualitative data came from written reflections
on Post-task Self-evaluation Worksheets, which shed light on the learners’
perceived difficulties or ease of each interpreting strategy application. The
participants’ interview comments were transcribed, analyzed, and translated
into English, and their English written reflections on Worksheets were pruned.

The learners’ perceptions were analyzed following Dérnyei’s (2007) four
phases of content analysis: (a) transcribing the data, (b) pre-coding and coding,
(c) growing ideas, and (d) interpreting the data and drawing conclusions. Four
categories of perceptions emerged from the analysis: the learners’ English
speaking difficulties, their mental processes during English speaking, how
Chinese figured in their English speaking processes, and how they applied

interpreting strategies to English speaking,

Results and Discussion

Quantitative results from speaking tests will be reported, followed by
a discussion on the potential relationships between proficiency gains and
interpreting strategies. Three cases of strategy application to English speaking
will then be illustrated, followed by a discussion on learners’ perceptions of

interpreting strategy training;

Oral Proficiency Test Results

This section answers research question 1 “How does the C-to-E

interpreting strategy training affect EFL learners’ oral proficiency?” For easy
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comparison of the two groups’ proficiency gains, Table 3 shows an overview
of the significant between-group differences in the pretest and posttest, while
Table 4 gives an overview of the two groups’ respective significant within-
group improvements. As for more specific statistical analyses, Appendix C
details the EG’s and CG’s pretest and posttest statistical results, including the
means, standard deviations, and t-values of the following items: total score, the
overall score of each judging criterion, the overall score of each part, and the
score of each criterion under each part. Between-group comparisons of test
results will be reported, followed by within-group comparisons.
Between-group comparisons. As can been seen in Table 3 and
Appendix C, in the pretest, there was no significant difference in the mean
total scores between the EG (M =73.22, SD =9.51) and the CG (M= 69.47,
SD =9.42); #(65) = 1.55, p=.125. Also, no significant differences were found
in the mean overall scores of the four judging criteria (#(65) = .98, p=.333 for
Fluency; #(65) = 1.63, p=.109 for Coherence; #65) =1.82, p=.073 for Lexical
Resource; and #(65) = 1.69, p = .095 for Grammatical Range and Accuracy).
However, the EG significantly outperformed the CG on three items, all
within Part 2: Part 2 mean overall score (#(65) =2.02, p =.048), Part 2 Lexical
Resource (#(65) =2.42, p=.018), and Part 2 Grammatical Range and Accuracy
(#(65) = 2.54, p=.013). This indicated that the EG started off with a slight
edge in narrative/descriptive task type with one-minute planning time, but
in the more spontaneous Q&A format like Part 1 and Part 3, the two groups
showed no significant difference at the starting point. In other words, the two
groups were mostly equivalent at the outset of the experiment, suggesting that
although this was a quasi-experiment with participants from intact classes, the
condition was close to a real experiment with randomly-assigned participants.
In the posttest, on the other hand, the EG significantly outperformed

the CG on only one item: Part 2 Fluency, #(65) = 2.24, p =.029. This result
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suggested that the interpreting treatment was the direct cause of improved

fluency, but only in a less spontaneous condition with narrative/descriptive

task type.

Table 3

Between-group Comparisons of Proficiency Gains
Test Total

Criteria

F C L G Items

P1 P2 P3

1-F 1-C 1-L 1-G 2-F 2-C 2-L 2-G 3-F 3-C 3-L 3-G
Pre (] e o

Post ®

Note. Aspects where the experimental group (EG) significantly outscored the control
group (CG) in the pretest (Pre) and posttest (Post) are marked. The CG did not
significantly outperform the EG in any aspect. Total = total scores. F = Fluency;

C = Coherence; L. = Lexical Resource; G = Grammatical Range and Accuracy. P1 = Part
1; P2 = Part 2; P3 = Part 3.

Table 4
Within-group Comparisons of Proficiency Gains

Group Total
Critetia

F C L G Items

P1 P2 P3

I-F 1-C 1-L 1-G 2-F 2-C 2-L 2-G 3-F 3-C 3-L 3G
EG e oo [ ] [ ] [ ] ([ ]

[ J
CG [ ) ®

Note. Aspects where the two groups’ respective posttest scores were significantly higher
than their respective pretest scores are marked. The pretest scores were not significantly
higher than the posttest scores in any aspect. EG = the experimental group. CG = the
control group. Total = total scores. F = Fluency; C = Coherence; L. = Lexical Resource;

G = Grammatical Range and Accuracy. P1 = Part 1; P2 = Part 2; P3 = Part 3.
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Within-group comparisons. As shown in Table 4 and Appendix C, the
CG’s posttest mean total score (M =71.54, SD = 9.27) exceeded its pretest
counterpart (M = 69.47, SD = 9.42), but the difference did not achieve a
significant level set at .05, #(23) =-1.94, p =.065. However, two judging criteria
saw significant improvement in their mean overall scores: Lexical Resource
(#(23) =-2.21, p=.037) and Grammatical Range and Accuracy (#(23) = -2.57,
p=.017). Highlighting useful chunks on transcripts regularly throughout the
semester might have something to do with these improvements. In terms of
the detailed aspects, the only item that saw significant improvement was Part
2 Grammatical Range and Accuracy (#(23) = -3.76, p =.001), indicating that
the CG’s improvement was limited to the grammar and accuracy dimension
of narrative/descriptive task type with one-minute planning time, but the
improvement did not extend to impromptu Part 1 or Part 3.

On the other hand, the EG showed more promising results in within-
group comparisons. First, its posttest mean total score (M= 75.23, SD = 9.02)
was significantly higher than its pretest counterpart (M =73.22, SD = 9.51);
#(42) = -2.38, p = .022. Furthermore, three out of four judging criteria saw
significant improvement in their mean overall scores: Fluency (#(42) = -2.58,
p=.013), Coherence (#(42) =-2.22, p=.032), and Grammatical Range and
Accuracy (#(42) =-2.48, p=.017). Since the CG also improved significantly
in the overall Grammatical Range and Accuracy, these results indicated that
classes with an interpreting twist might be more effective in enhancing learners’
general fluency and coherence.

In terms of the more refined aspects of speaking tests, the EG
significantly improved on four items in the posttest: Part 1 Fluency
(#(42) =-2.19, p=.034), Part 3 mean overall score (#(42) =-2.20, p =.034),
Part 3 Coherence (#(42) =-2.68, p =.010), and Part 3 Grammatical Range
and Accuracy (#(42) =-2.02, p=.050). As can be seen, the EG’s within-group
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improvements were mainly in Part 3, the argumentative task type, while none
of the CG’s within-group improvement was in Part 3. This pattern might
indicate that the effects of interpreting strategy training were more salient in
complicated topics requiring speedy and longer responses, as those in Part 3.

In sum, the CG’s improved aspects, which were only from within-
group comparisons, were limited to the judging criteria of Lexical Resource
and Grammatical Range and Accuracy, and to the narrative/descriptive task
type. The EG’s proficiency gains from both between-group and within-group
comparisons were more extensive, covering three out of four judging criteria

and all three task types.

Potential Relationships between Proficiency Gains and
Interpreting Strategies

The possible connections between the EG’s significant proficiency
gains and interpreting strategies (research question 2) are explored in the
following order: Fluency, Lexical Resource, Grammatical Range and Accuracy,
and Coherence. This order corresponds to the sequence of the four groups
of interpreting strategies taught in the experiment: BE FLEXIBLE, ONE
CHUNK AT A TIME, BE CLEAR, and BE CONCISE.

Fluency. Fluency was the judging criterion that saw obvious differences
between the two groups. While the CG did not see any significant improvement
in Fluency, the EG showed significant within-group improvement in the overall
Fluency and Part 1 Fluency. Most importantly, there was significant between-
group improvement in Part 2 Fluency, which could be directly attributed to
interpreting training.

Strategies under PRINCIPLE 1. BE FLEXIBLE may contribute to
fluency, as they were designed to help learners get their meaning across with

alternatives, thus reducing long pauses. In fact, all the strategies under BE
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FLEXIBLE have been identified as problem-solving mechanisms used by L2
learners (Kormos, 20006), implying that L.2 learners in general possess the instinct
to use alternatives to solve communication problems. However, the fact that the
CG did not see any significant improvement in Fluency suggests that explicit
instruction on these strategies is beneficial, or even necessary. Having said that,
the EG did not see significant improvement in Part 3 Fluency. It is possible that
strategies under BE FLEXIBLE are harder to be applied to English speaking
seamlessly when it comes to spontancous speech elicited with more complex
topics. The limitations of strategy application will be discussed later.

Lexical resource. Lexical Resource is about flexible, natural, and precise
use of vocabulary and idiomatic language, and about effective paraphrasing.
In theory, one’s lexical resource may be enhanced through highlighting
formulaic chunks and through the use of S#raregy 1-4. Paraphrase. However,
it was the only judging criterion where the EG did not see any significant
improvement, while the CG saw significant within-group improvement in the
overall Lexical Resource.

Since both groups practiced paraphrasing throughout the semester (the
CG practiced intra-lingual paraphrasing and retelling, while the EG practiced
both intra-lingual and inter-lingual paraphrasing), preciseness of word choice
might be the deciding factor in this criterion. It is possible that S#ategy 7-1. Use
a more general term and Strategy 1-2. Use a similar term, while enhancing fluency,
compromised lexical preciseness.

Grammatical range and accuracy. The EG’s significant within-group
improvement in the overall and Part 3 Grammatical Range and Accuracy may
be related to strategies under PRINCIPLE 2. ONE CHUNK AT A TIME,
designed to help learners deal with processing time pressure of speaking by
using shorter, simpler, and self-contained sentences to reduce production

effort. This group of strategies may not enhance syntactic complexity (or
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Grammatical Range), but may enhance accuracy.

The CG also did well in this dimension, witnessing significant within-
group improvement in the overall and Part 2 Grammatical Range and Accuracy.
Highlighting useful chunks of words throughout the semester may play a role
in the improvement.

Coherence. Coherence was the other judging criterion where the EG
outshined the CG in within-group comparisons. The EG’s significant within-
group improvement in the overall Coherence and Part 3 Coherence was
expected, since the two strategies under PRINCIPLE 3. BE CLEAR targeted
this dimension of speech. PRINCIPLE 4. BE CONCISE, which is about
accentuating important messages while pruning redundancies or off-topic
details, may enhance coherence as well.

On the other hand, it is intriguing that the CG did not improve
significantly in Coherence. Both groups learned and practiced the same
speaking structure, the use of transitional words, and summarizing skill
consistently throughout the semester, so the EG was not learning anything
new in this regard. Therefore, the improved Coherence on the part of the EG
but not the CG may imply that interpreting training more effectively raised
the learners’ awareness of speech at discourse level, and that this enhanced
awareness was successfully transformed into actual speech behavior.

This shows that even though strategies under BE CLEAR and BE
CONCISE can be taught, demonstrated, and practiced entirely in English,
going through the route of strategy instruction and back-interpreting practice
is not unnecessary. Seeing how professional interpreters reorganize the content
of the original speech segments, use additional cohesive devices, and reduce
verbosity to enhance message clarity might leave stronger impressions in
leaners” minds. Furthermore, as can be inferred from Yagi’s (2000) study, L1-

to-L2 inter-lingual practice may engage learners more intensively than L.2-to-L.2
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intra-lingual exercise, leading to salient verbal manifestation.

Figure 1 illustrates the potential relationships between the four judging
criteria of oral proficiency tests and the four groups of interpreting strategies.
The EG’s improved aspects are listed. “Part 2” under Fluency is italicized
and boldfaced, representing significant between-group improvement. Lexical
Resource is in grey because the EG did not see significant improvement in
this criterion. The “overall” under Grammatical Range & Accuracy is put in
parenthesis because the CG also had significant within-group improvement in

this aspect.

Fluency
Overall

Part1
Part 2

BE FLEXIBLE

Lexical Resource

Grammatical Range

& Accuracy ONE CHUNK
(Overall) AT A TIME
Part 3

Coherence BE CLEAR
Overall
Part 3

BE CONCISE

Fig. 7 The potential relationships between the EG’s proficiency gains and interpreting

strategies.

Learners’ Application of Interpreting Strategies to L2
Speaking

To answer research question 3, three illustrative examples are selected to

demonstrate learners’ application of interpreting strategies to English speaking.
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Example 1 is from S58-Is” Self-interpreting Assignment 9 on the topic
of “Is technology a blessing or a curse?” Paraphrasing was applied twice. First,
the idea of “isolating people” was paraphrased (Strategy 1-4) into “enlarging
the gap between people.” And the idea of “shortening the distance between
people” was paraphrased from the opposite angle (Strategy 1-4-1) as “improving

the bond between us.”

Example 1

S58-L’s response in Chinese: 7 £ A ¥ ¢ § 3 » P DT BEEABAZ
i L 5% AR i P HEET ARAZ MRS

(Some might say that the development of technology isolates people . . .

But technology has also shortened the distance between people.)

Her English interpretation: Some might say that the development of

technology enlarges the gap between people . . . But the truth is that we

can also use technology to improve the bond between us.

Example 2 is from S30-L’s Self-interpreting Assignment 10 on the topic
of “Do you think online courses will replace classroom-based learning in the
future?” This example demonstrates how S30-L broke the idea of “3D movies
provide stronger sensory stimulation” down into two sentences. He got stuck in
the middle of this sentence: “. . . we think 3D’s movie is more. . . .” However,
he then tried to finish it with a similar term (Strategy 1-2) “. . . interesting”
before adding another short and simple sentence (Strategy 2-3) to enhance

clarity: ““. .. because it can stimulate you.”

13

> The participants were randomly numbered. “S” stands for “student,” followed by their
designated numbers and their levels of oral proficiency based on their pretest scores (H=High;

M=Middle; L=Low).
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Example 2

S30-L’s response in Chinese: 2% % H R F (%A2 ¥ 7 € P~ F Wk 3 ot
H* fj" AN ﬁ_’?i TROFEE AP EFEIDNETRFRE
Fepplg o FELREFER -

(I think online courses will not replace classroom-based learning,. It is just

like when we go see a movie, we feel that 3D [movies| provide stronger

sensory stimulation, and we feel we’re personally on the scene.)

His English interpretation: I think it su-surely online courses will not replace
classroom-based learning in the future. Take the movie for example, when

we go to see the movie, and we think 3D’s movie is more . . . uh is more

interesting, because it can sti-stimulate you and make you feel better in

this kind of situation.

Example 2 demonstrates how S30-L applied two interpreting strategies
by finishing his sentence with a similar term before starting another short
and simple sentence to clarify his intention. In his individual interview after
posttest, S30-L expressed that his most obvious improvement this semester was
being more flexible, which could be attributed to using a more general term,
using several short and simple sentences, and finishing the half-completed

sentence before starting another one. He said:

We were reminded that if we can’t find the right word, just say
something more general. Also, we were reminded to finish our current
sentence before starting another one, as well as to break [our thoughts
or longer sentences| into several smaller sentences. Speaking becomes
easier this way. . . . I learn to finish what I want to say in a more general
way first, and then rephrase the parts that are not clear. (Individual

interview)
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Example 3 is from S49-H’s posttest (Speaking Test B, Part 1, Question 1).
It is a well-structured and well-elaborated answer to a simple question: “What
would you suggest a visitor should see and do in your country?” The structure

of his response is labeled and cohesive devices are underlined.

Example 3

(Main idea) 1 will suggest the visitor to visit Kaohsiung, which is my
hometown. (Supporting point 1) And in Kaohsiung, we have an tall building
called 85. (Elaboration) And it’s a famous place for scenery over the

night view of Kaohsiung. (Supporting point 2) And another spot I would

recommended would be um . . . Sun-Moon Lake in Nantou. (Elaboration)

It’s also a beautiful scene place. (Supporting point 3) And one more place
I think would be Taipei 101, (Elaboration) which is the most famous
scene in Taiwan, I think, for foreign tourisms tourists. Um Taipei 101 has
complete . . . department store and other kind of things, and you can just
try to visit the highest floor on Taipei 101. And you will still give you a fa- a
beautiful scene at all. (Conclusion) So above three points are the three spots

I would recommended to visit in Taiwan.

Example 3 illustrates the use of three strategies. First, the “department
store” of Taipei 101 was a similar term (Strategy 1-2) for shanggquang P&l
(commercial district), which was the intended message of S49-H according to
his retrospective interview. Furthermore, Example 3 is well-structured because
the main idea is supported by three points and ended with a conclusion (Strategy
3-1). It contains cohesive devices (Strategy 3-2), such as “and another spot . ..”
as well as “and one more place. . ..”

The three supporting points are logical in that they follow the order from

south to north. However, this was not S49-H’s original plan, as he revealed in
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his retrospective interview:

[After the first example (a “tall building called 85”)] I wanted to say
lianchitan 37 % (Lotus Pond), but I forgot the English word for
“lotus,” so with the last character 7an /% (pond; lake) [as the source of
inspiration], I tried to find another spot to talk about. (Retrospective

interview)

Perhaps this sudden change of plan was the reason why there was a pause
before the second supporting point “Sun-Moon Lake” ( H HJ& ), which in
Chinese also ends with the character 7 J& . S49-H continued to describe his

thought process:

I talked about [examples] from south to north. Now when I answer
questions, I always use the structure or organization that the teacher
taught us. I try to find patterns as much as I can. Originally, all the
supporting details I wanted to talk about were [tourist spots] in
Kaohsiung. But because [the original plan] was cut off, so I tried to find
another spot in the middle of Taiwan [i.e., Sun-Moon Lake|, and then
another one in the north. At that moment I had this thought: Find one

in Taipei. So I talked about Taipei 101. (Retrospective interview)

Retrospective interviews revealed how complicated the mind was when
learners engaged in planning, formulating, and articulating their ideas in
English. The three examples above illustrate the application of interpreting
strategies to L2 speaking, helping learners get their ideas across flexibly and
coherently. However, the process of application was not without difficulties, as

we shall see in the next section.
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Learners Perceptions of Interpreting Strategy Application
to L2 Speaking

With regard to research question 4 “From learners’ perspectives, to
what extent can they apply interpreting strategies to English speaking,” the
EG participants’ reflections and comments revealed that three major causes
complicated the application of interpreting strategies to L2 speaking: one’s
natural tendency of strategy use, the elusive nature of thoughts, and the extent
to which Chinese appears in one’s mind when speaking English.

One’s natural tendency of strategy use. One’s natural tendency might
limit the extensive application of interpreting strategies to L2 speaking. For
example, while a couple of learners claimed a stronger tendency to use Szrategy
1-3. Explain to get their meaning across, certain participants’ instinct was to
adopt Strategy 1-1. Use a more general ferm. 1t seems that in times of real action,
learners still use the strategies they are most comfortable with. As S49-H

commented:

When I’'m talking with foreigners, no matter how hard I’ve practiced the
strategy of “explaining,” I still wouldn’t use it. I would still use a more
general term instinctively like I normally do. It’s just that right now 1
know there’s a strategy called “using a more general term;” right now it
has come to my awareness that the thing I already know how to do is

called “using a more general term.” (Group Interview)

S14-H, a basketball pro, backed the above comment with the following

simile:

It is just like playing basketball. You’ve learned various ways to dribble a
ball, but when you’re in a real game, just like when you’re speaking English,

you'd still use the methods you’re most accustomed to. (Group interview)
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Research on learning strategies may indirectly support this perception. It
was found that in the EFL context in China, the undergraduates’ choices of
learning strategies were significantly influenced by their learning styles (Li &
Qin, 2006). 1t is possible that learners’ application of interpreting strategies to
English speaking is conditioned by their learning styles, previous experience,
personality traits, among other factors.

The elusive nature of thoughts. We have justified into-B interpreting
training in the language classroom by comparing interpreting process with
L2 speech process, claiming that the two go through similar processing in
the formulator and the articulator, although not in the conceptualizer. In the
conceptualizer, interpreters do not need to generate content from scratch,
but to listen to and analyze the incoming messages, while L2 speakers have to
formulate ideas themselves. It turns out that the process of formulating ideas
may be different from learner to learner, and from topic to topic, complicating
the application of interpreting strategies to L2 speaking. Take the application
of Strategy 3-1 (Re)structuring as an example. For some, simply planning one’s
response in accordance with the structure was easy. S41-H said that one could

easily use it without much practice:

(Re)structuring is the most useful [strategy| for me. I think it’s
similar to the skill of “organizing your thoughts.” It doesn’t require
much practice; the teacher taught us the method, and you just do it
accordingly. You can’t go wrong with it; it is immediately applicable. . . .
I think BE CLEAR is the easiest and the most practical [principle].

(Group interview)

When topics were not complicated, or when one had relevant experiences
or already held certain opinions towards an issue, (Re)structuring seemed less

difficult. As S17-L wrote after discussing a topic on pets and stray dogs in class:
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The topic was not that difficult for me to develop. Besides, there are a
few examples related to this topic from my life experience. I can think

faster and build a better construction than usual. (Worksheet)

On the other hand, unfamiliar topics plus processing time pressure of

speaking might impede the application of (Re)structuring. As S41-H commented:

It was hard to structure my ideas because I barely had time to think
about the topic thoroughly. I had to think and construct ideas at the
same time. But sometimes, I don’t even have answers to some topics. 1

need more time to deal with some topics. (Worksheet)

S46-M also described the juggling mental process of L2 speaking, leading

to the difficulty of (Re)structuring one’s response:

I would get stuck in all the things I want to say and change what I
want to say immediately after I have a new idea. Therefore, it’s difficult
for me to remember what I have said and structure all of the ideas.

(Worksheet)

The interpreting strategies taught in this experiment seem to mainly target
the situation when one has specific ideas in mind, or when one’s preverbal
message has formed. In other words, when one’s thoughts are messy, or
when one’s attitude towards an issue is unclear, it is harder to apply these
strategies. In sum, the elusive nature of thoughts, exacerbated by unfamiliarity
with discussion topics, time pressure of speaking, and lower oral proficiency,
might compromise the extent of applying certain interpreting strategies to L2

speaking.
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The extent to which Chinese appears in one’s mind when speaking
English. In addition to one’s habitual tendency of strategy use and elusive
nature of thoughts, the third major theme was the complicated relationship
between the extent to which Chinese appears in one’s mind and strategy
application. Since L1 influences can be seen across all layers of L2, including
information structure, discourse choices, and pragmatic choices (Ortega, 2009),
we assumed that whenever Chinese occurred in learners” minds when speaking
English, some interpreting strategies facilitating inter-lingual transformation
could be applied. However, the participants’ remarks showed that whether
Chinese appeared in mind or not, seamless application of interpreting strategies
was not always the case.

Some learners, usually those with lower oral proficiency, expressed that
Chinese occurred in mind very often, so speaking English was indeed very
similar to interpreting because mental translation was involved, and thus

interpreting strategies were beneficial, as S40-L explained:

These strategies are like the last life-saving ropes . . . I myself don’t
have enough vocabulary at my disposal, so no matter how hard I try to
search [for the precise word], I still cannot find one. But [interpreting
strategies| provide another way out. In the past, I only had one path
available, now I have three or four paths. If one alternative turns out to

be unfeasible, I can still try another one. (Group interview)

Others, usually those with higher oral proficiency, commented that in the
context of easier, daily-life conversation, Chinese occurred less in mind, but
with more complicated topics, Chinese occurred more frequently, and therefore
interpreting strategies were more useful during in-depth discussions. As S10-H

commented:
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The English that comes out intuitively is shallower . . . when we discuss
topics that require deeper reasoning, Chinese still comes out and I'd
get stuck, not knowing how to express it in English, so [interpreting
strategies| are more effective when it comes to in-depth discussions.

(Group interview)

A few argued that even if Chinese occurred more frequently in mind in
the context of more controversial, abstract topics, like issues related to morality
and justice, it did not mean that those strategies could be easily applied in these

cases. S41-H explained the predicament:

The more academic and professional the issues are, the more frequent
it is that Chinese appears [in my mind]; the more conversational the
topics are, the more frequent it is that English appears [in my mind].
But here is the problem: All these [strategies| can be applied in everyday
conversation, but when it comes to in-depth questions related to
morality, it’s harder to apply these skills. For example, how do you use “a
more general term” to replace “utilitarianism”? It’s really ard [to apply
these strategies| when it comes to professional topics. But with everyday
conversation, I use English more [directly], so it’s a bit conflicting.

(Group interview)

It seems that even if Chinese appears more frequently in one’s mind when
issues are more complicated, smooth application of interpreting strategies is
not guaranteed because the intended ideas are too abstract or philosophical to
be restructured syntactically or semantically without considerable effort.

To make seamless application of interpreting strategies to L2 speaking

more complicated, the Chinese appearing in a learner’s mind may not be clear
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linguistic items, but a vague concept or a preverbal message. In Kormos’ (2006)
bilingual speech production model, the shared knowledge stores imply that
“L1 and L2 concepts, lemmas, lexemes, syllable programs, and procedurlized
rules are stored together, and therefore they compete for selection” (p. 174).°
It is thus understandable that .1 may appear in L2 learners’ minds to various
extents, such as a concept, a word, a phrase, a part of a sentence, and/or
a complete sentence, depending on topic familiarity and complexity, one’s
proficiency level, among other factors.

According to Kormos (2006), the selected concept that a learner wants
to encode “activates not only the matching lexical item but also semantically
related lemmas including lemmas in the nonselected language” (p. 170). In
other words, when Chinese-speaking EFL learners speak English, not only
the English lexical item that matches the intended concept is activated, but
the non-selected syntactic information of the corresponding Chinese item
can be simultaneously activated as well. This may be especially true for lower
level learners (Kormos, 2006). The participants in this study described this
phenomenon as English and Chinese co-occurring or switching back and forth

in their minds. As S49-H mentioned:

I would translate [my thoughts] from English into Chinese and then
into English again. I would get stuck for a period of time. (Group

interview)

This constant co-activation of and switching between the two languages
may add further challenges to the seamless application of interpreting strategies

to L2 speaking. It seems safe to conclude that the frequency of Chinese

® Lemmas refer to the “syntactic and morphological features” (IKormos, 2006, p. 171) of

lexemes—word forms.
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appearing in one’s mind when speaking English is not positively correlated
with strategy use. It is not necessarily the case that the higher the frequency
of Chinese appearing in one’s mind when speaking English, the larger the
extent that one can apply these strategies to solve or prevent communication
problems, or to enhance message effectiveness. Interpreting strategies may help
one deal with Chinese appearing in mind, but not in all cases.

The value of interpreting strategy training. The value of interpreting
training should not be dismissed, however. The learners described four main
benefits. First, the training enhanced their flexibility and resourcefulness in

getting their ideas across. As S3-L explained:

I don’t know a lot of vocabulary. Now I’ve learned that with “a more

2 <¢ >

general term,” “a similar term,” and “paraphrasing,” I can still get
my meaning across. When I speak [in English], I'm not that nervous

anymore. I can somewhat explain [my ideas]. (Group interview)

Second, the training accelerated the application of some strategies. As

S30-L said:

Now [when I get stuck on words], I would spend two seconds searching
for the right word, and then I would know that I can’t find it, so I'd try
to find a similar term as fast as possible, whereas in the last semester, it
took me ten more seconds before I tried to use alternatives. (Individual

interview)

Furthermore, the training expanded their strategy repertoire. Take Strategy
3-2 Add cobesive words as an example. Learners may have learned to use a

variety of transitional words for English writing back in high school, but they
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rarely use these cohesive devices in speaking. S63-H expressed that the use of

transitional words to enhance coherence was the most useful skill for het:

In class, [the teacher] mentioned that we could use longer transitional
words to buy ourselves more time to think about what to say next. 1
think this is very useful. Like when we were doing [self-interpreting]
assignments, we only had one minute to talk. When you were producing
that sentence [longer transitional chunk], you could really give yourself
more time to make the subsequent sentence clearer. Also, you wouldn’t
use “and and and” all the time. So I think transitional words are
useful in business English, English composition, formal English, and
conversational English. Furthermore, it [using transitional words| serves
the purpose of organizing your thoughts. After you use cohesive words,
you know where you are right now [in your response], and you know

when to summarize [as a conclusion]. (Group interview)

Most importantly, the training induced an interlocutor-oriented mindset.

As S58-L explained:

The major difference [before and after the training] lies in the mindset.
I’d remind myself not to have long pauses, and to quickly find a term.
... Although I'm not sure if I’'ve become faster at coming up with an
alternative, at least now, mentality-wise, I'd remind myself to paraphrase

more often. (Group interview)

Bearing interlocutors in mind, learners learned to focus more on the
clarity, comprehensibility, and smoothness of their speech, rather than
deliberate on the most precise words or sophisticated syntactic structures at the

expense of adequate fluency. As S26-L described:
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In the past, I tended to use a lot of “where” and “which,” and then I
would get lost and forget where I was. Others [interlocutors] might also
get lost, because they didn’t know what those “where” and “which”

referred to. (Group interview)

Due to this mindset change, as well as seeing professional interpreters
using these strategies, the learners no longer dismissed the ideas of plain and
simple English, or short and direct sentences. This suggests that the entire
interpreting training facilitated the transformation of implicit knowledge into
explicit knowledge on strategy application, expanded individuals’ repertoire of

strategies, and changed their mindset about effective communication.

Conclusions

This study highlights the strategic component of interpreting, proposing
that the similarities between L2 speaking and into-B interpreting in terms of
mental processing and potential problems may justify interpreting strategy
training in the college-level EFL classroom. The training initiated learners to
strategies designed to enhance their flexibility, efficiency, and effectiveness with
their existing 1.2 resources for communicative purposes.

Quantitative analysis of pretest and posttest scores showed that
interpreting strategy training led to the EG’s significant improvement in Fluency
in the descriptive/narrative task type. Furthermore, the EG’s significant within-
group improvements were far more extensive than the CG’. Compared with its
own pretest performance, the CG significantly improved in the following three
aspects: overall Lexical Resource, overall Grammatical Range and Accuracy, and
Grammatical Range and Accuracy in the descriptive/narrative task type. On the

other hand, compared with its own pretest performance, the EG significantly
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improved in the following eight aspects: the mean total score, overall Fluency,
overall Coherence, overall Grammatical Range and Accuracy, Fluency in
conversational task type, the mean overall score of argumentative task type, and
Coherence as well as Grammatical Range and Accuracy in argumentative task
type. The EG’s significant within-group improvements might have something
to do with interpreting strategy training;

Qualitative analysis of focus group interviews and written reflections on
Worksheets revealed that three major causes complicated the application of
interpreting strategies to English speaking: one’s natural tendency of strategy
use, the elusive nature of thoughts, and the extent to which Chinese appears
in one’s mind when speaking English. It may be easy to conclude that more
training is needed to ensure seamless application. However, interpreting
intervention should not be the center of a language class. If more class time
and more assignments are devoted to interpreting training, it may be perceived
as a grueling drill. Therefore, rather than suggesting EFL teachers to add more
interpreting practice, we would like to underscore the importance of more
practice in English speaking. Students can be encouraged to do self-talk in
English whenever and wherever possible. During self-talk, they are encouraged
to apply interpreting strategies such as explaining or paraphrasing to deal with
L1 popping up in their minds, and to summarize the main idea of their favorite
movies or books several times in both their L1 and English, with each time
being clearer in structure and coherence.

Interpreting training initiates language learners to the idea that interpreting
is also a form of communication, and their future jobs may involve interpreting
tasks to varying degrees. According to the EG participants’ perceptions, the
value of interpreting training included enhanced resourcefulness, accelerated
strategy application, expanded strategy repertoire, and the development of

interlocutor-oriented mindset.
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For further pedagogical applications, EFL teachers are encouraged to
use the teaching materials and procedures of this study as foundation and
create a training that has their own personal touch. Teachers are encouraged
to bring the class to life by blending in their own training background, work
experience, and life experience in their teaching, and by using materials that
they deem relevant, interesting, and inspiring to a particular group of students.
For example, teachers may select scenes from English movies and TV shows
with subtitles in learners’ L1, and have learners interpret subtitles from L1 into
English in pairs before acting out the selected scenes in the original English.
In this way, leaners engage in dialogue interpreting before learning native-like
expressions.

Although the present study has yielded pedagogical implications for
incorporating interpreting training in English speaking classes, its research
design is not without limitations. First, the interpreting strategies taught in
this study did not capture the full spectrum of human communication. The
interactive elements, such as appeals for help or asking for confirmation, or
some socially appropriate language elements in certain speech acts, have to be
taught and measured separately. In terms of oral proficiency measures, although
the scoring rubric used in this study was relatively refined, certain subtle
elements of learners’ proficiency profiles might still escape human perceptions.
Future research can include more objective measures, such as articulation rate

and length of pauses, to further examine learners’ oral proficiency changes.
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Appendix A

Speaking Test A

1. How easy is it to travel around your country?
2. What are the main industries in your country?

3. How has your country changed since you were a child?

Describe a well-known person you like or admire.

You should say:
who this person is
what this person has done
why this person is well known

and explain why you admire this person.

1. What kind of people become famous these days?

2. How is it different from the kind of achievement that made people famous
in the past?

3. What are the good things about being famous? Are there any disadvantages?

4. How does the media in your country treat famous people?

Adapted from “Test 17 (p. 31) in Cambridge ESOL. (2006). Cambridge IELTS
5 with answers: Examination papers from University of Cambridge ESOL. examinations.

Cambridge, UK: Cambridge University Press.
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Appendix B

Speaking Test B

1. What would you suggest a visitor should see and do in your country?
2. Why do foreign visitors go your country?

3. In what ways has tourism changed your country?

Describe a memorable event in your life.

You should say:
when the event took place
where the event took place
what happened exactly

and explain why this event was memorable for you.

1. What roles do ceremonies play in our lives?

2. How have attitudes to marriage changed in recent years?

3. In what ways do men and women feel differently about marriage, in your
opinion?

4. Does the media in your country pay more attention to global or national

events? Why?

Adapted from “Test 3” (p. 75) in Cambridge ESOL. (2002). Cambridge IELTS
3 with answers: Examination papers from the University of Cambridge local examinations

syndicate. Cambridge, UK: Cambridge University Press.
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Appendix C

Statistical Analyses of Oral Proficiency Tests

Table 5
Means (M), Standard Deviations (SD), and t-values of the Experimental Group's
(EG) and the Control Group's (CG) Pretest and Posttest Total Scores and Detailed

Scores
EG (n=43) CG (n=24)
Within- Within-  Between
group group -group
Item Test M SD t M SD t t
Total score (max: 108)
pre 73.22  9.51 69.47 9.42 1.94 1.55
post 7523  9.02 71.54  9.27 1.59
Overall score of each criterion (max: 27)
F pre 17.80  2.59 17.18  2.39 _88 .98
post 18.44 244 17.49  2.60 1.49
@ pre 18.23  2.54 17.17  2.59 156 1.63
post 18.72 236 17.64 2.47 1.78
IE; pre 18.51 2.37 139 1742 233 1.82
post 18.84 17.98 245 1.39
G pre 18.68 17.71  2.25 1.69
post 19.24 i8.44 2.03 1.54
Overall score of each part (max: 36) and
score of each criterion under each part (max: 9)
Pl pre 24.09 4.02 2292 3.88 1.16
post 2472 3.82 132 k0 276 M2 1.67
I-F pre 588 LIl - 577 .96 I 42
post 6.14 97 5.88 .85 1.11
1-C  pre 5.95 1.11 9 554 1.07 111 1.48
post 6.08 1.03 5.75 78 1.37
1-L  pre 6.08 1.01 5.73 .99 1.38
post 6.7  1.06 ~07 sos 76 P 87
1-G  pre 6.17 98 5.88 97 1.20
-1.08 -1.17
post 6.33 91 6.08 .60 1.31

(continued)
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Table 5
Means (M), Standard Deviations (SD), and t-values of the Experimental Group's
(EG) and the Control Group's (CG) Pretest and Posttest Total Scores and Detailed

Scores (continued)

EG (n=43) CG (n=24)
Within- Within-  Between
group group -group
Item Test M SD t M SD t t
P2 pre 25.56 241 2422 295 105 2.02%
post 2592 289 24.64 277 ' 1.78
2-F  pre 6.17 75 |60 593 .82 40 1.22
post 633 8l ' 588 78 224%
2-C  pre 6.40 74 . 6.13 .83 6 1.41
post  6.43 78 ) 6.10 .77 ’ 1.65
2-L  pre 6.49 63 6.07 .74 2.42%
-.05 -1.16
post  6.49 76 6.22 .81 1.39
2-G  pre 6.51 .60 51 6.09 .70 2.54%
post  6.67 73 i 6.44 .57 1.34
P3  pre 23.56 445 2233 370 1.15
post  24.59 3.52 2322 432 ' 1.41
3-F  pre 575 113 548 91 1.00
-1.57 -1.52
post  5.97 96 574 1.09 88
00000 ]
3-C pre 587 121 550 1.05 a4 1.26
post 621  1.03 578 118 1.54
3-L  pre 594 110 561 .94 1.23
-1.85 -95
post  6.17 89 578  1.12 1.56
3-G  pre 6.00  1.09 574 .90 9 99
post  6.24 80 592 1.03 ' 1.45

Notes. *= p < .05, ¥*= p < .01, ***= p < .001. P1=Part 1; P2=Part 2; P3=Part 3.
F=Fluency; C=Coherence; L=Lexical Resource; G=Grammatical Range and

Accuracy. Pretest significant between-group differences are in light grey. Posttest

significant between-group and within-group differences are in dark gray.
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Examining Teacher Identity Development:
Translation Teachers in the University Context
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Teacher identity has been a topic of interest for educators and researchers in the
past two decades. In Taiwan, now that many universities have started offering more
translation courses, the demand for recruiting translation teachers has increased.
With an emphasis on field experience, quite a few universities have hired translation
professionals to teach translation courses. However, Van Lankveld, Schoonenboom,
Volman, Croiset, and Beishuizen (2017) have pointed out, “some aspects of teacher
identity development might be different for university teachers since they have to
combine the teaching role with other roles such as that of researcher or practitioner”
(p. 320). Therefore, these teachers’ perceptions regarding their capacity as translation
teachers (their identities-in-discourse) and their classroom practices (their identities-
in-practice) warrant more attention. The former are often expressed through teachers’
reflections on their role in classrooms, whereas the latter are often exemplified in
teachers’ delivery of instruction and their interaction with students. This study involved
12 part-time and full-time translation teachers. Trying to understand these teachers’
identity development in practice (their managed CoPs), the study made use of pre-
interviews, taped session observations/analyses, and post-interviews in order to
examine these teachers’ self-expressed identities and their exhibited identities (through
their instructional practices). The findings have indicated that as for their identities-
in-discourse, most of the experienced translation teachers take on the identity roles
of a trainer of skills, a content teacher and a language teacher, whereas the novice
teachers are more concerned with their identities as course material presenters and
communicators. However, in their identities-in-practice, the participants demonstrated
distinctive characteristics in conducting themselves as a language teacher or a translation
teacher in the classtoom, with different emphases on tasks/assignments, instructional
time allotment, and feedback/tevision. The main factors leading to such a difference
lie in the teachers’ beliefs as translation instructors, their educational backgrounds, and
their target students.
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Introduction

Teacher identity, as a research frame and a lens into different perspectives
held by teachers, has been a topic of interest for the past two decades.
Specifically, in language learning, how a teacher views him/herself impacts
his/her course design/delivery, the chosen teaching/learning activities, and
the employed evaluation/assessment tools. Varghese, Morgan, Johnston,
and Johnson (2005) have highlighted the importance of understanding “the
professional, cultural, political, and individual identities” (p. 22) which teachers
claim or are assigned to them. With the multi-faceted nature of teacher identity,
the research themes can only be described as very diverse, ranging from the
constantly reinvented concept of self (Mitchell & Weber, 1999), the narratives
provided by teachers themselves to account for their teaching experiences
(Chang, 2017; Connelly & Clandinin, 1999; Sfard & Prusak, 2005), the various
discourses teachers engage in and produce (Alsup, 20006), and the context/
practice teachers are involved in (Flores & Day, 2000). It is through these
angles that educators, researchers and teachers alike have attempted to reach a
more complete understanding of teacher identity, a complicated concept and
phenomenon.

In language teaching, translation and interpretation (commonly known
as T&I) are widely viewed as two sets of skills distinct from reading, speaking,
listening and writing. A major difference between translation and interpretation
lies in their formats of rendition. Translation usually involves the training of
rendering messages from one language (the source language, SL) to another (the
target language, TL) in a written format, whereas interpretation requires such
a transition to be performed orally. In recent years, as an effort to strengthen

college students’ foreign language competence, especially in their ability to



130 @i#ank Bt=b 54

switch between two languages, many universities and colleges in Taiwan have
started offering more courses with the emphasis on English-to-Chinese and
Chinese-to-English translation training. This increasing demand for more
translation courses has naturally led to the increased demand for instructors
with T&I training. However, as T&I training places a great emphasis on
field experience, a handful of universities and colleges in Taiwan have made
the exception in recruiting experienced translators/interpreters as coutse
instructors, providing they are equipped with a Master’s degree in Translation
and/or Interpretation Studies.' Bringing their rich field experiences into
classrooms, these professionals have adopted specific ways in training their
students who aspire to master the skills in these two disciplines.

Like teachers in other disciplines, T&lI instructors have brought their
past professional training, their unique work experiences, and personal beliefs
of how to acquire T&I skills into their classroom practices. Since a teacher’s
self-concept often affects his/her teacher identity, at the time when T&I
training is gaining more importance, a better understanding of how these
professionals shape and develop their teacher identity can help shed light on
T&I instructional practices. It is with this goal in mind that this study was
formulated. The study, focusing on 12 translation teachers and their classrooms
(their managed CoPs), aimed at investigating two issues. irst, how do these
translation teachers view themselves as translation teachers through the lens
of their learning and teaching experiences? Second, how do these instructors’
classroom practices, including class instruction, assignment review, and student

performance assessment, reflect their teacher identities?

! In Taiwan, it has become a common institutional practice for most universities to fill their
teaching positions solely with those who have obtained a Ph.D. degree.
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Literature Review

This Literature Review consists of three parts. The first part focuses
on the concept of Community of Practice (CoP), especially on viewing a
classroom as a CoP. This part starts from how the concept of a CoP was
developed to how such a concept can be applied to teaching/learning in
classrooms. For translation teachers in this study, they came together to share
their concerns in teaching, research, and professional growth in this organized
CoP. This community exerts influences on how these teachers view themselves
as translation teachers. Second, as a teacher’s identity development can easily
be influenced by his/her teaching settings, course assignment, and target
students, a section is devoted to reviewing some past studies related to how
T&I teachers in Taiwan evaluated the training goals and instructional focuses
of T&I courses. Such a review serves as background knowledge about how
some translation teachers may express their identities-in-discourse. Then
the last part moves onto the specific angles of identity-in-discourse and identity-
in-practice, emphasizing teachers’ identities-in-discourse and identities-in-
practice are revealed through their reflections on teaching and their classroom
practices. This research makes use of these two lenses to examine these teachers’

identity development.

Community of Practice (CoP)

Community of Practice (CoP) was first coined by Lave and Wenger
in their 1991 book, Situated 1.earning: 1.egitimate Peripheral Participation. 1n that
book, the two researchers characterized learning as a legitimate peripheral
participation (LPP) in communities of practice. For them, learning went
beyond just receiving/absorbing information and should be viewed as

“increasing participation in communities of practice” (p. 49). Moreover,
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learning was best facilitated by the interaction between novel apprentices and
experienced workers in a community. With this view, the two scholars proposed
“to consider learning not as a process of socially shared cognition that results,
in the end, in the internalization of knowledge by individuals, but as a process
of becoming a member of a sustained community” (p. 65). From then on, the
concept of a CoP has undergone much development. Some definitions of a
CoP include “groups of people who share a concern, a set of problems, or a
passion about a topic, and who deepen their knowledge and expertise in this
area by interacting on an ongoing basis” (Wenger, McDermott, & Snyder, 2002,
p. 4) and “a group of people informally bound together by shared expertise
and passion for a joint enterprise” (Wenger & Snyder, 2000, p. 139).

In Communities of Practice: Learning, Meaning, and ldentity, Wenger (1998)
further applied the framework of CoP to workplace learning and shed light on
how social resources shaped one’s learning trajectory and professional identity.
In 2004, Wenger reiterated, “communities of practice are groups of people
who share a passion for something that they know how to do, and who interact
regularly in order to learn how to do it better” (p. 2). He further pointed out
that the social theory of learning should encompass four components (meaning,
practice, community, and identity), which emphasize four aspects of learning:
learning as experience, learning as doing, learning as belonging, and learning
as becoming (Wenger, 1998, p. 5). These components provide a conceptual
framework in analyzing learning through the angle of social participation.

Borrowing the theoretical aspects from education, sociology, and social
theory, Wenger (1998) refined the CoP concept to focus on socialization/
learning and link it to an individual’s identity development. “Identity” then
is characterized as “a constant becoming” which defines people through
their ways of participating and reifying themselves, shaping their community

membership, formulating their learning trajectories, reconciling their identities,
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and negotiating themselves to fit in a broader and more global discourse
community (p. 149). With all these facets, identity and practice are suggested
as the “mirror images of each other,” (p. 149) and one “inherits the text”
(p. 162) of the other. This concept explains that people in the same CoP
construct their identities through taking part in and learning from the practices
of that community. Wenger (1998) emphasized when people participate in a
CoP, they acquire new knowledge and form new identities. With this view, he

provided a further explanation of the identity concept:

Because learning transforms who we are and what we can do, it is
an experience of identity. It is not just an accumulation of skills and
information, but a process of becoming — to become a certain person

ot, conversely, to avoid becoming a certain person. (p. 215)

Today, the CoP concept has been widely adopted in educational settings. For
example, a course in which students with the same interest gather and learn
from their instructor and other participants (classmates) can be viewed as a
CoP. Rovai (2002) stated that “classroom community can be constitutively
defined in terms of four dimensions: spirit, trust, interaction, and commonality
of expectation and goals” (p. 4). In a classroom scenario, the common goal of
its participants is learning. Also, Charalambos, Michalinos, and Chamberlain
(2004) stated that a CoP is an environment where participants feel safe to
share their opinions and ask questions freely. Other educational studies also
focused on how people of similar concerns or interests came together to
address their shared concerns, solve problems or improve their performance.
In L2 language teaching/learning, Toohey (1998) and Morita (2004) both
examined how their learners’ identities were constructed through different

classroom practices. Moreover, Kapucu, Arslan, Yuldashev, and Demiroz (2010)



134 Hsfmk HH=—% %=

studied the importance of peer interaction in higher education, and Guldberg
(2010) examined the participants who undertook a professional development
qualification in an online learning community, both through the lens of a
CoP. Guldberg’s (2010) observation showed “how students talked with other
students about their practice and how they constructed meaning, using what
they were learning with this learning community to apply to their work-based
communities” (p. 171). As a framework of examining participants’ learning in
the specific setting, a CoP has been viewed as informative and useful.

When the concept of a CoP is applied to the participants in this study, it
can be examined at two levels: the teacher-organized CoP and the teachers’ own
classrooms (their managed CoPs). First, this teacher-organized CoP functioned
as a support group, a platform for the participating translation teachers to share
their concerns in teaching and research and exchange thoughts for instruction
and course management. This community brought the teachers mutual growth,
enabling them to solve problems and share concerns.” Moreover, all the
participating teachers’ own classrooms became their managed CoPs and helped
this study to investigate these teachers’ identity development through the angles

of identity-in-discourse and identity-in-practice.
Teacher-perceived Training Emphases in T&I Courses

As teachers’ instructional focuses and course designs are often influenced
by either their beliefs on how a course should be taught and what learners
should gain from a course, or their institutional expectations on what a course
should encompass, this section reviews some previous studies which aimed
at understanding the instructional emphases of a T&I course. To begin with,
Chang (2009) revealed that an increasing number of teachers in the Department

of Foreign Languages viewed translation courses offered at the university level

2 This CoP provided a platform for both the pre-interviews and post-interviews.
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as the beginning point for professional training of translation, deeming the
improvement in students’ language ability as a secondary goal or a by-product.
In addition, Davis and Liao (2009) examined the teaching goals prioritized
by interpreting teachers and summarized the four major goals in teaching
interpreting: stimulating students’ interests in learning interpretation, cultivating
students’ ability and confidence in communicating in different languages,
teaching students to know how to switch between two different languages, and
training students to be equipped with basic interpreting skills. With language
ability and T&I competence constantly being listed as instructors’ teaching/
training goals, Chang (2009) reminded the teaching community of translation
of the blurred lines between pedagogical translation and translation pedagogy,
in particular the unspecified positioning of translation courses. Leonardi
(2010) elaborated on these two terms by adding “Confusion tends to be made,
at times, between pedagogical translation and translation pedagogy. Whereas
the former refers to translation as a valid teaching tool in foreign language
learning the latter refers to the teaching of translation to train professionals”
(p. 81). Chang (2009) pointed out that some teachers might design their
courses as an extension for language training, while others might focus on
cultivating students’ basic translation competence and prepare them for further
T&I training.

As translation courses are offered for English-majors and non-English
majors at college as well as university levels, the identified, shared teaching
goals may very well vary in different programs to bring further impacts in
shaping translation teachers’ instructional approaches. In the large-scaled study
conducted by Chen, Lin, Peng, Lin, and Ho (2017), the researchers surveyed
146 T&l teachers regarding their views on course goals and instructional
focuses of a T&I course. In the aspect of course goals, 69.9% of the 146

teachers ranked “training students’ translation techniques” as the top priority,
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but 44.5% chose “sharpening students’ foreign language ability” as the first
goal. Yet, in the aspect of instructional focuses, 63.7% of the surveyed teachers
named “language ability” as their top focus and 61% ranked T&I techniques as
the top focus in their course instruction. Clearly, among these teachers, some
discrepancy seems to exist in their course goal interpretation and intended
instructional emphases. Although these studies conducted in the past 10 years
have aided the understanding of T&I teachers and their course instruction,

a closer examination is much needed for gaining more insight and a more

complete picture of translation teachers’ identity development.

Identity-in-Discourse and Identity-in-Practice

One’s identity can be understood from the stories he/she shares as well
as the behaviors in which he/she engages. The reason educational research
uses narrative as a way to examine identity development is that “humans are
storytelling organisms who, individually and socially, lead storied lives” (Connelly
& Clandinin, 1990, p. 2). These two researchers have used the expression of
“stories to live by” to draw connections between narrative inquiry and teacher
identity development (p. 4), for they believe teachers’ stories bear the power to
inform the field of how they made sense of their experiences and practices in
classrooms. Such a notion is highlighted as identity-in-practice (Lave, 1996, p.
157; Wenger, 1998, p. 215).

For those researchers studying identity development, some have
expressed that discourse plays a central role in the projection of a person’s
identities (Burgess & Ivani¢, 2010; Gee, 2000), and others have stressed
that self-narratives are both expressive of and constitutive of one’s identity
development (Bruner, 1990; Gergen, 1994; Josselson, 2004; Lave & Wenger,
1991; McAdams, 1985, 1996, 2001; McAdams & Mcl.ean, 2013; Pentland,
1999; Singer, 2004). To add onto that view, Beijaard, Meijer, and Verloop
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(2004) have emphasized that “teachers engage in narrative ‘theorizing’ [their
teaching practice|” (p. 121) through storytelling, and based on what they have
understood from their teaching experiences, “teachers may further discover and
shape their professional identity resulting in a new or different stories” (p. 121).
On the evolving and integrating nature of a storied life, McLean, Pasupathi,
and Pals (2007) stressed that, in the process of development, people’s selves
create stories, which in turn help people to create new selves. In addition,
for the purpose of analyzing identities, Gee (2000) put forth a framework of
four angles: nature-identity, institution-identity, discourse-identity and affinity-
identity. For this study, the discussion scope will be limited to discourse-identity.
In Gee’s (2000) words, discourse-identity is “an individual trait recognized in
the discourse/dialogue of/with ‘rational’ individuals” (p. 100). In other words,
people’s discourse can reveal their identities. Yet, one important note is that
discourse and identity are not static but can change over time (Burgess &
Ivani¢, 2010).

As this study aims at examining the identity development of university
teachers, the field should be reminded, “some aspects of teacher identity
development might be different for university teachers since they have
to combine the teaching role with other roles such as that of researcher
or practitioner” (Van Lankveld et al., 2017, p. 326). This point is of great
importance to the current study in that most translation teachers started out as
translators and began their teaching careers after either accumulating years of
field experience or obtaining a Master’s or Ph.D. degree. For many of them,
becoming translation teachers may represent completely different careers, and
they have to learn to become teachers. Since teacher identity development is
an on-going process in which teachers interpret and re-interpret who they are
and who they would like to become (Beijaard et al., 2004), and one’s identity is

not stable or fixed but shifting, dynamic, and socially constructed (Rodgers &
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Scott, 2008, p. 730), it becomes even more imperative for translation teachers
to reflect on themselves as well as their classroom practices. Engaging in self-
reflection can help translation teachers better understand their self-perceived
identities, and examining their classroom practices will allow the teachers to
further confirm their identities-in-practice.
Aimed at exploring translation teachers’ identity development, this study
sets two research questions:
1. What identities have emerged from the participants’ own perceptions
and evaluations as translation teachers?
2. Based on what these teachers do in their classrooms, what are the
emerged and confirmed teacher identities of these participants?
Are there any discrepancies in the teachers’ perceived identities and

practiced identities?

Study Design and Procedures

This section consists of four parts. First, the settings of the study focus
on providing more detailed information about the participants in this study.
Due to constraints in hiring practices, many translation teachers are Master’s
degree holders who are employed as part-time instructors. Naturally, the
courses assigned to them and institutional expectations on them might be
different from those for full-time translation teachers. Second, the participants’
educational backgrounds are introduced, and their work experiences are
provided. To understand these participants’ identity development better, their
personal experiences also play an important role. Third, the tools used for
data collection are covered to shed light on their identities-in-discourse and
identities-in-practice. Last, the part on data analysis explains how the collected
data are analyzed, including the steps taken to establish identity categories and

inter-coder reliability.
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Settings

This study took place among a group of translation instructors from
both public and private universities. Their individual departments cover
both discipline-specific departments (e.g., the English Department or the
Department of Foreign Languages and Applied Linguistics) and administrative
divisions (e.g., the Language Center). For the participants in this study, one
major difference is their students’ learning backgrounds. When translation
courses are offered at the discipline-specific departments, the target students
are those majoring or minoring in English. However, when the same courses
are offered by an administrative division, such as the Language Center, the
target group covers the entire student body, meaning that students of all majors
are allowed to take these courses. An observation offered by the participating
teachers in this study is that, in the latter scenario, they face students with
varying degrees of English competence. Consequently, when students with
different English levels take translation courses, their challenges and difficulties
naturally differ. This study aims to examine how these translation instructors
with different backgrounds, employment statuses, and students may resemble

or differ in their identity development.

Participants

This study involved 12 instructors who teach translation courses. Among
the 12 participants, six of them are new to this teaching career albeit their
accumulated experiences in this field. These six teachers are classified as
novices because their teaching experience ranges from one to three years. At
the time this study took place, the teachers were in their second and third years
of teaching translation courses respectively. The remaining six were considered

more experienced because they had been teaching for a much longer time,
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ranging from five to seven years. All personal information, such as education,
years of teaching, employment status (part-time or full-time), type of students

(English majors or non-English majors), and years of field experience, is

compiled in Table 1. Pseudo names are used for privacy concerns.

Table 1

Personal Information of Participants

Years of
. Years of Employment  Groups of )
Name Education . Field
Teaching Status Students .
Experience
Alice Master’s Degree in 3 Part-time  English Majors 7
T&I
Betty Ph.D. Degtree in 7 Full-time  English Majors 10
Linguistics
David Ph.D. Degtree in T&I 5.5 Full-time  English Majors 8
Eileen = Master’s Degree in 2 Full-time  English Majors 5
Translation & Non-English
Majors
Fanny  Master’s Degree in 3.5 Part-time ~ English Majors 6
Translation
George Master’s Degree in 2.5 Part-time  Non-English 4.5
Translation Majors
Helen Master’s Degree in 4 Part-time  Non-English 8
Cultural Studies Majors
Jake Ph.D. Degree in 1 Full-time Non-English 5.5
TESOL Majors
Maurine Ph.D. Degree in T&I 6 Full-time  English Majors 10
Nathan Master’s Degree in 5.5 Full-time  English Majors 7
Translation
Ruth Master’s Degree in 3 Full-time  Non-English 6
Translation Majors
Stephan  Ph.D. Degree in T&l 3 Part-time  English Majors 7
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From the demographic data listed in the above table, these participants
can be roughly divided into two groups based on their educational
backgrounds. Among the 12 participants, five hold a Ph.D. degree. Although
the first glance of their educational backgrounds seemed to indicate that two
of these participants separately received their Ph.D. degrees in TESOL and
Linguistics, they both received a Master’s degree in T&I. In other words, for
these two participants, their Master’s program training led to the assignment
of translation courses. In addition, the other seven participants all received
T&I training at the Master’s degree level. The only exception is Helen whose
degree was in Cultural Studies. Nevertheless, Helen’s Master’s program offered
a track focusing on T&I, giving her the training to equip her to take on the
role of a translation instructor. One similarity shared by all participants is
that they started working as freelancers in the T&I field (mostly translation)
while working on their Master’s or Ph.D. degrees, a fact contributing to their

accumulated years of field experience.

Data Collection Tools

This study makes use of several tools for data collection, including pre-
interviews conducted in the teacher-formed CoP, taped class sessions on
their instructional practices, and post-interviews for verifying and confirming
their classroom practices. First, to understand how these participants viewed
themselves as translation teachers, specifically, their classroom practices,
covering the aspects of instruction delivery and skill training, interviews were
conducted at the beginning of this study. As these teachers regularly met in

. . . . 3
their CoP, the interviews were arranged over a period of a semester.” The

3 The teachers in this CoP aimed to meet regularly to share their thoughts, challenges, and
concerns about teaching and research. These teachers have come together based on their
“joint enterprise” (the teaching of translation), “mutual engagement” (their desire to
enhance teaching and research performance) and a “shared repertoire” (their expertise in this
discipline) (Wenger, 1998, pp. 72-73).
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interviews were guided by a list of questions (see Appendix A), focusing on
these participants’ self-concept as teachers, their perceived roles in students’
learning, their instructional focuses and their assessment tools of students’
performances. These teachers’ responses gathered in the pre-interviews are
further analyzed for a better understanding of their identities-in-discourse.
Second, to understand how teachers live out their identities, a good way
is to examine how the teachers conduct their instruction. For this purpose,
permission for recording their course instruction was obtained, and their
class sessions were taped. Yet, for the reason of reducing interference in
these instructors’ classes, only two instructional sessions” (for each teacher)
were taped. All video tapes were transcribed and double-checked by the
researcher’s two assistants. This step was to ensure the transcripts reflected
both completeness and accuracy of the taped sessions. Then the researcher
and another recruited coder closely examined the taped sessions for specific
features that might help shed light on these participants’ self-concepts and
teacher identities. Afterwards, post-interviews were held for verification
purposes. With every participant’s help, the researcher was able to link the
clarifications provided by the specific participant to the identified instructional
elements in his/her taped sessions. With the iterated identities clarified by these
participants, their identities-in-practice were established. With the belief that
teachers constantly learn from how they instruct their classes, it is hoped that
these teachers’ identities-in-discourse and their identities-in-practice can help
the participating translation instructors better understand themselves and their

roles as teachers.

* These sessions covered lesson delivery, assignment review, and feedback explanation.
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Data Analysis

To understand how these participants viewed their roles in teaching
translation, pre-interviews were held. The participating teachers came together
to share in their CoP regarding what their self-perceived identity roles were
in their individual classrooms. In these interviews, attention was given to
guiding the participants to share their stories and experiences. A reminder
about conducting a narrative analysis is that the researcher’s main task is to
interpret the stories shared by their targets (Riessman, 1993), to examine the
targets’ interpretation of their own stories/experiences (Bruner, 1990), and to
probe into the meaning of each collected story (Franzosi, 1998). With these
considerations, each participant in this study was asked to respond to the eight
guided questions listed in Appendix A. The length of each interview ranged
from 43 minutes to 56 minutes.

In this study, two coders analyzed the collected data (interview results
and taped sessions). Both coders shared the same background in TESOL for
their Master’s degrees. For this study, coding took place in two phases: the pre-
interview results and the taped session analyses. For the pre-interview result
analysis, a set of four additional interviews was carried out with another two
part-time and two full-time translation instructors. Their interview transcripts
were read and content was closely examined for the purpose of establishing
inter-coder reliability. When the two coders read the four transcripts, attention
was given to both explicit and implicit references of one’s associated teacher
identities. Cohen (2008) explains that a speaker makes an explicit reference to
link him/herself directly with a role identity. For instance, a speaker may use
the expression such as “a teacher” or “when we teach” (p. 83). Moreover, an
implicit reference is made when a speaker constructs his/her identity roles

“without stating or naming them directly” (p. 83). The Krippendorff’s alpha test
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(Hayes & Krippendorff, 2007) was used to estimate the inter-coder reliability.
In the preliminary analysis, the inter-coder reliability was quite satisfactory
(a=.89).

Furthermore, for the analysis of the taped sessions, the following steps
were taken. First, with their TESOL training, both coders were able to identify
instructional content/activities geared at enhancing learners’ language ability.
Second, as this study centered on translation teachers, the second coder was
trained to identify instructional features closely related to translation training.
Specifically, this coder shadowed two introductory translation courses (English-
to-Chinese and Chinese-to-English) for gaining familiarity with translation
techniques and related activities.” After that, both coders watched and reviewed
the taped sessions of three additional translation teachers as part of the
norming process. In this preparatory stage, the two coders carefully watched
these three practice sessions, referred to the four organized categories, selected
the target teacher-led activities or instructional features, and noted the points
for clarification. The two coders compared/contrasted their analyzed results,
discussed the disagreed features, and reached a consensus of how different
features should be treated for categorization. For this norming process, the two
coders reached an inter-coder reliability of .88.

After the establishment of inter-coder reliability, the data analyses of this
study formally began. In the first part, all pre-interviews were transcribed by
the researcher’s assistants. Then the two coders began processing the transcripts
of the 12 collected interviews. The transcripts were read at least three times by
both coders. In the first round, attention was given to salient themes (Auerbach
& Silverstein, 2003). With repeated reading, the salient themes identified in the

transcripts were further put into four categories: teacher self-identification,

5 The second coder attended six sessions of these two introductory translation courses
separately, a total of 24 hours of course observation.
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teachers’ course expectations, course assignments, and students’ performance
assessment. For the transcript analysis of the 12 collected interviews, the inter-
coder reliability level was established at .91. The identities expressed by these
participants were treated as their identities-in-discourse (see Table 2).

In the second part, for the 24 taped sessions, the coders paid attention
to the activities conducted in each classroom scenario. Each teacher-initiated
and teacher-led activity was reviewed and categorized according to its purpose
in course instruction. For example, when a teacher conducted an assignment
review, his/her attempt in presenting different translation versions collected
from students’ assignments was classified as “comparison” if the teacher’s
effort was given to comparing the word choices, grammar mechanics, or
phrases used in the renditions. Another instance is a mini-lesson on grammar
if a teacher made the attempt of carrying out a lengthier® explanation on a
grammar point. The rationale is that how a teacher structures his/her class
periods, including in-class exercises/activities, the review of assignment(s),
the use of peer editing, and/or the explanation of homework, sheds light on
the teacher’s beliefs in how a translation course should be structured. The
coder-observed instructional details were listed in the sequence of frequency,’
together with the underlined corresponding identities. For the analysis of these
24 taped sessions, the inter-coder reliability reached .92. Furthermore, the
coders noted the features that required clarifications in the post-interviews.

Then post-interviews were carried out to cover two parts: the verification
of analyzed results from the taped sessions, and the further reflection and

clarification expressed by the teachers. During the post-interviews, the

® When an explanation on a grammar point was longer than one minute or was given with
elaborated illustrations (like a timeline illustration for verb tense), it would be viewed as a
mini-lesson on grammar.

7 For example, in the two taped sessions of the same instructor, when the instructor presented
two mini-lessons on grammar, the coders concluded the count as “2.”
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researcher sat down with the participating teachers one by one to clarify and
confirm the nature of the observed/identified classroom activities. Several
participating teachers also supplemented some identity explanations (the non-
underlined ones in Table 3) to the identified/tallied role identities. Table 3 is a
list of the verified instructional focuses and activities from the taped sessions,

together with the confirmed identities-in-practice.

Findings and Discussions

The findings from the pre-interviews, taped class sessions, and post-
interviews have pointed out several characteristics pertinent to identity
development of the participating translation teachers. This section will be
organized according to the two research questions. First, in their self-reflection,
what identities have emerged from the participants’ own perceptions as
translation teachers? Second, based on their teaching practices (what they do in
their classes, their CoPs), what are the emerged and confirmed teacher identities

of these participants?

Results from the Pre-Interviews

The features that stood out in the transcripts of the pre-interviews
were compiled into Table 2. In the table below, these teachers’ self-perceived
identities are arranged in the sequence of frequencies mentioned in their
interviews. When the 12 participants are compared against one another, three
factors seem to bear certain impacts on these teachers’ self-perceived identities.
The three sets of factors include the teachers’ educational backgrounds and
the length of their teaching careers, their target students, and their employment
status (part-time or full-time). The impacts of these factors are directly reflected

on how these teachers prioritize their identity roles as translation teachers.
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Table 2

Identities Concluded in the Interview Transcripts

Name Participants’ Self-perceived Identities

Alice grammar teacher, evaluator (accuracy), language teacher, observer,
manager

Betty skill trainer, content teacher, language teacher, evaluator (language
equivalence/functional equivalence), manager, presenter, grammar
teacher

David skill trainer, language teacher, content teacher, evaluator, presenter,
manager

Eileen observer, grammar teacher, evaluator, language teacher

Fanny language teacher, evaluator, communicator, presenter, grammar teacher

George grammar teacher, presenter, language teacher, evaluator

Helen communicator, presenter, grammar teacher, language teacher, evaluator

Jake presenter, grammar teacher, language teacher, evaluator

Maurine skill trainer, content teacher, language teacher, manager, grammar
teacher, evaluator (language equivalence/functional equivalence)

Nathan skill trainer, evaluator (completeness/accuracy), language teacher,
grammar teacher

Ruth presenter, communicator, language teacher, grammar teacher, evaluator

Stephan content teacher, skill trainer, language teacher, presenter, evaluator

The first factor is their previous training, mainly their Mastet’s or Ph.D.

studies, and the length of their teaching careers. More specifically, among these

12 participants, those® who hold a Ph.D. degree or who have been teaching

for more than five years tend to emphasize a translation teacher’s roles in skill

training, content knowledge building, and language skill enhancement. Taking

LR I3

Betty for example, she viewed herself mostly as “a skill trainer,” “a content

8 The participants who belong to this category are Betty, David, Maurine, Nathan, and Stephan
(with the exception of Jake).
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teacher,” and “a language teacher” in her course instruction. In an excerpt

taken from her pre-interview, these identities came out the strongest:

I think my primary responsibility is to train my students so they will
be able to acquire the skills required for a good translator. That is
why, in the course design, I start out with translation techniques.
Students need to acquire the techniques or skills necessary for them to
work independently to produce the texts that demonstrate functional

equivalence between the two involved languages.

Such a viewpoint is shared by four other teachers. To support this observation,
several teachers’ answers to the first and second guided questions are listed

as follows:

From the students’ sophomore year, they start to take translation
courses. For me, my main role is to train them to work with texts of
different genres and equip them with the content knowledge required
to complete the translation assignments. . . . I value faithfulness . . . and

appropriate language use from the SL to the TL. (Maurine)

I was taught that translation should be viewed as a craft that requires
much practice. . . . My instruction emphasizes techniques; I challenge
my students to apply the techniques they have learned to the
assignments. From their assignments, I would be able to know whether
the students have understood certain translation techniques and

whether their translated texts have demonstrated their skill acquisition.

(David)
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I have been teaching for more than five years. . . . My students learn
best from the “practice-feedback” approach. There is no secret about
how a person becomes a good translator. The answer is through
practice, a lot of practice. Yet, practice will not be effective without the
feedback from a teacher. Translation teachers are more like masters who

train their apprentices. (Nathan)

For these five participants, institutional expectations also play an
influential role. All of them instruct the students who are English majors, a
condition that places more emphasis on building students’ language proficiency
and competence. According to Maurine, Betty and David, many of their
students aspired to become translators or even interpreters after graduation.
With such a career plan, the students often took the initiative to seck feedback
from their translation teachers, becoming another force to influence some
teachers’ identity development. A tentative conclusion that can thus be drawn
is that these teachers’ own teaching beliefs, the institutional expectations,
and their students’ learning needs have converged to shape the identities
highlighted above.

The second factor affecting some teachers’ self-perceived identities seems
to be related to the nature of their students. Among these 12 participants, five
of them (Eileen, George, Helen, Jake, and Ruth) taught translation to non-
English majors. A closer observation of these teachers’ self-observed identities
has revealed that they have prioritized their roles differently. In the interviews,
these participants explained that when teaching non-English majors, they often

encountered the difficulty brought by the students’ English competence levels:

When a class is made up by students with varying degrees of English

proficiency, it becomes more difficult to stay on the track of “teaching
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translation.” As a teacher, I have prepared my lesson plans, but I have
to pay close attention to my students’ understanding level. If they
cannot grasp the taught concepts, I have to come up with mini activities

or lesson plans to help them grasp those concepts. (Eileen)

When I teach, I often monitor myself in the way I present the learning
materials. I am aware that their English proficiency levels vary quite
significantly. . . . In my university, the translation courses are offered
without any prerequisite. What I have learned is always to have some
visuals, mostly the use of PowerPoint files, to help me with course

material presentation. (Jake)

Another three teachers have also chosen “presenter” or “communicator” as
their main role apart from the identities as a language teacher or a grammar
teacher. Yet, two teachers (Helen and Ruth) explained their views on these roles

in a different way:

I always want my students to pay attention to the cultural differences in
how people express themselves and how people make use of languages
to communicate their thoughts. It takes good communication skills
and effective presentation to convey the learning materials clearly to
students. No matter whether it is grammar, language expressions/
phrases or translation concepts, communication and presentation skills

are imperative to the success of a lesson plan. (Helen)

I focus on the ability to explain things well. My job is to help my
students understand translation concepts and techniques. . . . Many non-
English majors want to learn translation but are concerned that they

cannot grasp the concepts. They think translation is hard. In my class,
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I encourage my students to ask questions, and I strive to present the
course materials in a lucid, clear way. . . . I do not favor one rendition
over another but I do explain why one might be better than the other.

(Ruth)

The third factor impacting these teachers’ self-perceived identities is
the basic element in producing a piece of good translation, one’s language
competence. A student’s language proficiency can be observed in his/her ability

to use the correct diction and grammar mechanics:

When I teach translation, I focus on teaching my students what they
need to produce a good piece of translation. Usually, this means that
the students need to have a good understanding of the original texts,
know the right words/phrases to use, and have the awareness of the

conventions in the target language. (Alice)

For the participating teachers, their own training backgrounds, the length of
their teaching careers, their target students, and their emphasis on learners’
language skills have all shaped their identities. Through the interviews, these
teachers recollected their teaching experiences, reflected on their teaching
practices, and told their stories of what kinds of translation teachers they were.
Through their words, their descriptions, and their discourses, their identities

are delineated.

Results from the Taped Sessions and Post-Interviews

The second focus of this study was to observe how these translation
teachers acted in their classroom practices. In other words, do they practice
their beliefs? Ideally, teachers, like people in any other professions, hold certain

expectations for their career selves. However, what these teachers carry out



152 %=k B =% %=

in their day-to-day teaching situations can inform the teachers of their true
identities-in-practice. In Table 3, the coder-identified instructional focuses/
activities were tallied, and the corresponding identities were underlined in
parentheses. Moreover, the participant-supplemented identities are added
and shown without an underline. For instance, some teachers stressed that
the chosen grammar points in the mini-lessons had to be clearly presented
and explained for students to understand the concepts. In their words,
communicative skills became very important because such skills directly
affected how they helped students grasp the desired concepts. Words that
convey the meaning of explanation, such as communicate, illustrate, describe,
and depict, were used by several teachers (see the added, non-underlined
identities). A teachet’s communicative competence plays a crucial role in
specific instructional activities, like comparing different translation renditions
and commenting on inaccurate renditions. Four teachers, including Betty,
David, Maurine, and Nathan, highlighted the importance of this quality in
a translation teacher. Equally important is a teacher’s ability to present the
learning materials, for example, the differences in two or more versions of a
translated text.

In addition, although several teachers conducted peer-editing discussions,
the teachers played varying roles in this activity. Some were more active, as
mangers, while others were more passive, as observers. Two determining
factors for teachers to take on these two roles were class size and target
students. Among the five teachers who held this activity, those working with
non-English majors tended to have larger classes (more than 40 students),
whereas those working with English majors had relatively smaller classes (20-
30 students). According to Eileen and George, they also used this discussion
activity to encourage their students’ participation and engagement in class, for a

translation course is often more difficult for non-English majors.



Examining Teacher Identity Development 153

Table 3

Veerified Instructional Focuses and Activities in Classrooms

Name

Tasks, Assignments, and Activities in the Taped Sessions

Alice

Betty

David

® Twelve (12) explanations on grammar use (grammar teacher)

® Ten (10) references to accuracy in expressions (evaluator)

® Live (5) mini-lessons on grammar (grammar teacher, presenter )
® Three (3) peer discussions (manager)

® Twenty-five (25) references in comparing translation renditions

(evaluator, skill trainer, presenter, communicator)

® Eighteen (18) suggestions in applying different translation techniques

(skill trainer, evaluator)

® Seventeen (17) explanations on word usage/nuance (language teacher,

evaluator, skill trainer, communicator )

® Seventeen (17) comments on inaccurate renditions (evaluator,
presenter, communicator)

e Thirteen (13) explanations on grammar’ (language teacher, skill trainer,
p g guag

communicator, presenter)
e Five (5) explanations on content-related concepts (content teacher,

presenter)

® Twenty (20) references in comparing translation renditions (evaluator,
skill trainer, communicator)

e Sixteen (16) explanations on word usage/nuance (language teacher,
evaluator, skill trainer)

e Fourteen (14) comments on inaccurate renditions (evaluator,
communicator)

® Thirteen (13) suggestions in applying different translation techniques

(skill trainer, evaluator)

® Three (3) mini-lessons on content knowledge (content teacher)

® Three (3) short peer-editing discussions (manager)

(continued)

% When Betty explained grammar, she usually compared how different grammar use might

impact the sentence meanings. For example, she often (more than 10 times) addressed how

tense, especially present tense and past tense, could impact the meaning of a sentence.
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Table 3

Veerified Instructional Focuses and Activities in Classrooms (continued)

Name

Tasks, Assighments, and Activities in the Taped Sessions

Eileen

Fanny

George

Helen

® Nineteen (19) comments on inaccurate renditions (evaluator, presenter)
® Twelve (12) references in comparing translation renditions (evaluator,
skill trainer)

® Ten (10) mini-lessons on grammar (grammar teacher, language teacher,

presenter, communicator)

® Three (3) short peer-editing discussions (observer, manager)

e Sixteen (16) explanations on grammar use (grammar teacher,

communicator)
® Lleven (11) references to inaccuracy in expressions (communicator,

language teacher, evaluator)

® Four (4) mini-lessons on grammar (grammar teacher, presenter)

® Three (3) mini peer discussions (observer, manager)

® Twenty (20) references in comparing translation renditions (evaluator,

RI‘CSCHteI‘

® Twenty (20) question-answer turns in addressing students’ questions

(language teacher, presenter)

® Four (4) mini peer discussions on translation renditions (observer)

® Thirty-two (32) references in comparing translation renditions
(evaluator, presenter)

® Twelve (12) mini peer discussions on comparing translation renditions
(observer)

® Nine (9) question-answer turns in addressing students’ questions
(language teacher, presenter, communicator)

® Four (4) mini peer discussions on translation renditions (observer)

® Three (3) mini-lessons on grammar (grammar teacher, language

teacher, presenter)

(continued)
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Table 3

Veerified Instructional Focuses and Activities in Classrooms (continued)

Name

Tasks, Assignments, and Activities in the Taped Sessions

Jake

Maurine

Nathan

Twenty-three (23) references in comparing/contrasting translation

renditions (evaluator, presenter)

® Eleven (11) explanations on vocabulary usage (language teacher)

® Six (6) worksheets on mini-lessons of grammar (grammar teacher)

Twenty-two (22) references in comparing translation renditions

(evaluator, skill trainer, communicator)

® Nineteen (19) suggestions in applying different translation techniques

(skill trainer, evaluator)

Fifteen (15) explanations on word usage/nuance (language teacher,

evaluator, skill trainer, communicator)

Fifteen (15) comments on inaccurate renditions (evaluator,
communicator)

Six (6) explanations on grammar'’ (language teacher, skill trainer,

communicator)

® Three (2) explanations on content-related concepts (content teacher)

® Sixteen (106) references in comparing translation renditions (evaluator,

skill trainer, communicator)

e Fourteen (14) explanations on word usage/nuance (language teacher,

evaluator, skill trainer)

® Twelve (12) suggestions in applying different translation techniques

(skill trainer, evaluator)

® Eight (8) comments on inaccurate renditions (evaluator, communicator)

Six (6) explanations on grammar (language teacher, skill trainer,

communicator)

(continued)

19 Tn Maurine’s class, she also compared/contrasted how different grammar usage might

influence the sentence meanings. For instance, Maurine addressed how the uses of past

perfect tense and past tense in combination with another past tense were different in sentence

meaning.
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Table 3

Veerified Instructional Focuses and Activities in Classrooms (continued)

Name Tasks, Assighments, and Activities in the Taped Sessions
Ruth e Eight (8) references in comparing'' translation renditions (evaluator,
Ppresenter)

® Four (4) explanations on word usage/nuance (language teacher)

® Four (4) comments on inaccurate renditions (evaluator)

Stephan @ Fourteen (14) references in comparing translation renditions (evaluator,
skill trainer, communicator)
® Lleven (11) suggestions in applying different translation techniques (skill
trainer, evaluator)
e Ten (10) explanations on word usage/nuance (language teacher,

evaluator, skill trainer)

® Eight (8) comments on inaccurate renditions (evaluator)

® Tour (4) explanations on grammar (language teacher, skill trainer,
presenter)

Note. The underlined identities are concluded by the coders, whereas the non-

underlined identities are supplemented by the participants in their post-interviews.

When the participating teachers learned about their identity development
from the taped session analysis, they were asked to reflect on their translation
instruction. Only two questions were asked (see Appendix B). With the input
from the participants, the following two identity positions were confirmed: (a)
language teacher identity, and (b) translation (or T&I) teacher identity. Each of
these identities was established based on how the teachers gave instructions
to meet the learning needs of their students. Furthermore, as the teachers
organized their instructional time to cover different learning activities, their
practices (either pedagogical translation or translation pedagogy) became
identifiable. Yet, for most participants, these two identities are not completely

excluded but often overlapped.

1 Tn Ruth’s comparison of translation renditions, she did not go into much comparison; rather,

her purpose was more on presenting different versions of translated texts to her students.
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Language teacher identity. Although the taped sessions were all with a
focus on translation instruction, many of the activities were confirmed as
language-oriented activities (including grammar exercises and explanations),
pointing to the teacher’s identity as a language teacher. This result is explained
and supported by the instructional focuses of several teachers. A common view
shared by these teachers pointed to the fact that the students were quite weak
in their language proficiency. The following excerpt is taken from George’s

post-interview:

Students often think that Mandarin Chinese is their mother tongue, so
translating from English to Chinese should be quite easy. . . . However,
students today are influenced heavily by the Internet language, which is
characterized by short, choppy, and ungrammatical expressions. When
they translate from English into Chinese, such problems often surface
in their works, making teaching them the languages a necessary part of

course instruction.

Another teacher, Fanny, also elaborated on her difficulty in teaching Chinese-
to-English translation. The main difficulty is that “a translation exercise
often requires one or two mini-lessons on grammar.” Many students fail to
understand the differences between similar words/expressions, such as “revise”
and “modify” or “used to” and “be used to.” When such expressions are
used in a piece of translation, “it becomes impossible to focus on teaching
translation, for actions must be taken to address the students’ weakness in
diction and grammar mechanics first.”

In the capacity of a language/grammar teacher, these teachers attributed
such a teaching focus to institutional practice as well. In Eileen’s and Jake’s

universities, translation courses are offered to non-English majors. For
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the Chinese-to-English translation courses, the university does not set any
prerequisite, meaning there is no way to align the students’ English proficiency
levels in any way. Although the students might have the motivation to learn
translation, the simple fact of varying English proficiency levels can evolve into
a big force in course instruction. In Jake’s words, “I come from the TESOL
background and am ready for teaching non-English majors. I didn’t expect
to teach translation despite having a Master’s degree in this discipline. Maybe
that’s why I pay more attention to language instruction, especially grammar.”
The same stance was shared by Helen who confirmed that a good portion of
her instructional time was allotted to group work and peer editing: “I believe
that many ideas often come out in discussion. Students should be encouraged
to work with and learn from one another.” She also added, “I always have one
or two activities in each class period. I think, subconsciously, I associate this
way of arranging a class with classroom management. Students are less likely to
become distracted if they participate in a discussion.”

Another observation is obtained from how some teachers arranged their
course tasks and assignments. Among the participating teachers, five of them
spent half of their semesters training students to translate sentences.'” Because
the translation tasks were mostly short sentences, class time was allotted as
exercise time. ““The students tend to understand and remember the translation
techniques or sentence patterns better when they are asked to apply what
they have learned immediately to the exercise,” said George. Ruth shared the
same practice but added, “for non-English majors who came from different
departments, the students often just ‘give’ two hours a week for learning
translation. Asking them to complete a paragraph-translation task has backfired

on me before.” Therefore, for these teachers, their instructional practices
5 bl

12 Tn these teachers’ taped sessions, their assignments were all on sentence translation. Later, in
the post-interviews, these teachers shared that they spent 2/3 of a semester on translating

sentences (rather than chunks of texts).
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required them to focus more on the identities of a language teacher (often a
grammar teacher) as well as an evaluator of language use.

Translation (or T&I) teacher identity. Different from the teachers who
demonstrated a strong language teacher identity, the teachers with a strong
translation teacher identity are distinct in their classroom practices and
assignment tasks. For one thing, six teachers insisted that translation exercises
should be take-home assignments; consequently, the students in their classes
rarely completed translation tasks in class.'’ Instead, most of the class time
was dedicated to evaluating teacher-chosen translated works or reviewing
assignments and feedback. Three teachers (Maurine, Stephan, and Nathan)
especially emphasized that the students must cultivate the ability to discern the

characteristics of good translation works:

The students in my class are put into groups and asked to give
presentations in class. That task required the students to apply the
learned translation techniques to analyze what made a piece of
translation a successful or a failed work. As future translators, they
need to be trained to have sharp eyes, understanding what the market is

looking for and what is expected of them. (Maurine)

I allot class time to the review of the students’ translation assignments.
... I would read through their assignments beforehand and provide
feedback so when we conduct the assignment review in class, the
students would be able to compare their translated texts. Through the
review, the students are expected to know their own strengths and

weaknesses. (Stephan)

13 These teachers explained that they only asked the students to translate short sentences at
the beginning of a translation course when the focus was still on the acquisition of basic
translation techniques.
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For my students, the strict training of accuracy in translation rendition
is the most important part of their learning, As a future professional
working with both languages, Mandarin Chinese and English, the
students have to strike a balance between literal translation and
functional equivalence. They need to have a very good command of
both languages, having the ability to produce translated texts at a higher

level of proficiency. (Nathan)

Other teachers with a strong translation teacher identity put the
instructional emphasis on feedback and revision. Providing feedback, as a form
of evaluating students’ translation skills, is viewed as an important component
for a translation teacher. In this sense, the identity of an evaluator and the

identity of a skill trainer are closely connected:

Once the students have acquired all the basic translation techniques,
they start translating a short article on a weekly basis. As the field
practice allows a translator time for producing a piece of translation,
students are asked to complete their translation assignments at home.
When they come to class, they come to learn and be trained to become
future translators. My role is to evaluate them so their renditions can

become better and better. (Betty)

I view translation as a craft which requires a lot of effort from anyone
who wants to master this discipline. Therefore, I believe my job
as a translation teacher is to hone my students’ skills in translating
different texts. More importantly, students need to sharpen their skills
in providing the rendition with good word choices and expressions.

(Maurine)
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For two of the participating teachers, their adherence to the identity of a
translation teacher comes from their perception of viewing themselves as
a translation teacher rather than a language teacher. David explains “My
department offers other courses to help students sharpen their language skills.”
Consequently, “only when some students share the same difficulty on certain
grammar use or language expressions, will I use class time to give mini-lessons,”
he added. For David, he clarified his use of class time by saying “My class
time is often allotted to studying translated works, especially the features that
make them successful translation works.” Another teacher, Nathan, shared a

similar stance:

Class time is dedicated to sharpening students’ translation skills, and
reviewing one’s translation performance provides one the best way
to recall, understand and reflect on how the translation piece can be
improved. Moreover, these students have to develop the accuracy and

precision in the use of words.

Besides skills, content knowledge plays a key role in the development of a
student-translator. Consequently, several teachers’ class time was allotted to
build students’ content knowledge in certain topics. Commenting on this
instructional feature, Nathan stressed the importance of content knowledge in

the following excerpt:

Most students majoring in English can only be described as limited in
their knowledge pertinent to, practically, every field. As a result, the
acquisition of content knowledge becomes a must for them. In the
taped session, I was lecturing on the latest development in the medical

findings about the negative effects of electromagnetic waves. That short
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25-minute lecture was to lay a foundation for an assignment on the

prevalence of cellphone use.

Clearly, for the teachers with a strong translation teacher identity, their
classroom practices are shaped by their self-perceived identity as a skill trainer
and the quality that a translator should have. With this predominant role, their
instructional focus is placed on training students to discern the weaknesses and
strengths in the chosen works, produce good translation works, and develop
understanding of their own works. A student learning translation, in their eyes,
should be able to work independently (as in doing take-home assignments
by him/herself at home), have good maneuver of both languages, and be
equipped with good translation skills. Moreover, these teachers value the effects
of regular training, resulting in their practice of asking the students to complete
translation homework regularly. In addition, helping students develop the
competency in translation involves helping them acquire content knowledge.
This feature was observed in all six teachers who displayed a strong identity of

a translation teacher.

Conclusions, Limitations and

Directions for Future Studies

Several findings analyzed from the data collected from these participating
teachers have offered help in understanding the identity development of these
translation teachers. First of all, translation teachers, based on their different
educational backgrounds, lengths of teaching careers, student groups, and
employment statuses, demonstrate a spectrum of identities, covering common
identities shared by most teachers as well as specific identities of a language
teacher and a translation teacher. Previously, the terms, pedagogical translation

and translation pedagogy, were used to contrast the differences in teaching
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goals and instructional emphases for teachers adopting these two approaches
(Chang, 2009). It can be inferred that, with different teaching orientations, the
teachers naturally take on different roles and develop corresponding identities.

This study aimed at exploring how the 12 teachers, in their assigned CoPs
(their classrooms), developed and shaped their translation teacher identities and
examined their identity development from two lenses: identities-in-discourse
and identities-in-practice. To begin with, in the aspect of identities-in-discourse,
there is already a small divide between the emphases of skill acquisition and
effective teaching. The former stresses the identities of a skill trainer and a
content teacher, which corresponds to the teaching emphasis of translation
pedagogy, while the latter focuses on a translation teacher’s role in presenting
materials and communicating course content to help students learn how to
translate, which meets the description of pedagogical translation.

Moreover, all teachers have perceived that they took on the identities
of a language teacher and a grammar teacher. Such a perception stems from
internal and external factors. Internally, how a teacher is trained, especially in
his/her Mastet’s or Ph.D. program, impacts this teacher’s identity development.
More specifically, those participants with a Ph.D. degree seem to share a similar
stance in viewing themselves as skill trainers. For most teachers who have
taught translation for a long time (three to seven years), they tend to ascribe
to this stance (a skill trainer) as well. Externally, the teachers encountered
different groups of students, both English majors and non-English majors. The
two groups of students demonstrated different levels of English proficiency,
further impacting the teachers’ instructional focuses. Also, unlike non-English
majors, the English majors usually take translation courses with the plan of
advancing to interpretation courses. Naturally, such a program design exerts
certain influences on how much a translation teacher expects of him/herself as

well as his/her students.
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In the aspect of identities-in-practice, the taped sessions revealed the
classroom practices of these participating teachers who helped confirm
the two major identity positions held by these teachers: a language teacher
and a translation teacher. From their class time allotment, translation tasks/
assignments, and class activities, the teachers who held a strong identity as
language teacher focused more on cultivating students’ language proficiency.
In the classes where the students were non-English majors, the instruction
on grammar and language played a key role in the teachers’ instructional
practices. Some teachers opted for assigning sentence translation to ensure
students’ learning outcomes. For those holding a strong identity as a translation
teacher, their instructional emphases were placed on training the students
and sharpening their skills. To reach these goals, training students to acquire
content knowledge, work independently on their translation assignments, and
develop their ability in discerning the quality of a piece of translation became
the common features in their instructional practices.

These findings have added more understanding to the identity
development of translation teachers. For many who have viewed translation
as a separate discipline from the regular components of language learning
(reading, writing, speaking, and listening), this study hopes to contribute to the
field of teacher development. As teachers bring their identities into classrooms
to embody what they believe in their instructional focuses, the understanding
of what impacts a teacher’s identity development becomes essential to his/
her success in that capacity. The results of this study are significant in three
aspects. First, for translation teachers, this study provides them a way to
conduct retrospect on their teaching, knowing that much of what they have
accumulated in the past can exert influence on their present and future as
translation teachers. Second, the findings from this study can be taken as

references for those departments or academic divisions that offer translation



Examining Teacher Identity Development 165

courses. Institutional practices, ranging from offering a translation course
without any prerequisite to trying to set some criteria for students interested in
taking such a course, can be examined further for students’ effective learning
outcomes. Third, this study only became possible thanks to these translation
teachers’ CoP. This community offers the teachers a place for mutual growth
and support. The findings from this study hope to offer a source for the
teachers to continue seeking the betterment of their translation instruction.
Despite the insight gained from this study, there ate still some limitations.
First, this study was conducted among 12 teachers, including part-time and full-
time teachers who taught English majors and non-English majors. The number
of participants was low due to the total members in the CoP. One direction
for future study is to conduct the research on participants with a more equal
background, especially on their employment status (part-time versus full-
time) and their lengths of teaching careers (experienced teachers versus novice
teachers). Second, the taped sessions were limited to two in order to keep
potential interference to the minimum. However, to gain a better understanding
of a teacher’s identity development through his/her practice, future studies
may design different ways to lengthen the observation period for gaining more
insight of a teacher’s identities-in-practice. Last, as Van Lankveld et al. (2017)
have concluded, teachers in university settings made their transition either
from field professionals or from Ph.D. students to university teachers. Both
encounter specific difficulties. The former often find themselves more strongly
identified with their former professions, whereas the latter tend to identify with
their disciplines more. Yet, these researchers remind the field that more studies

on the identity development of university teachers should be encouraged.
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Appendix A

Pre-interview Questions

1. How do you see yourself as a translation teacher in terms of your role in
students’ learning of translation?

2. As a translation teacher, what are your instructional focuses? (content
knowledge, grammar accuracy, rhetoric, or other emphasis)

3. Are the focuses different when you teach English-to-Chinese or Chinese-to-
English translation courses?

4. Which direction of translation, from Chinese to English or from English to
Chinese, do you usually teach?

5. What kinds of assighments do you give your students and the rationale for
such assignments?

6. What kind of feedback method do you adopt in your course instruction?
How do you provide feedback to students’ translation renditions?

7. What assessment tools do you employ for evaluating your students’ learning?
(quiz, exam, report, presentation, or others)

8. With what criteria do you evaluate your own teaching effectiveness?
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Appendix B

Post-interview Questions

1. Based on the observed results gathered from your taped sessions and our
CoP discussion on pedagogical translation and translation pedagogy, how do
you position yourself in such a spectrum? Explain.

2. When you reflect on your translation teacher identity development, which
factors have influenced your classroom instruction or the way you teach

translation?
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Images of Bohemia: The Translation of Czech
Literature in Taiwan and Mainland China

Melissa Shih-hui Lin

“Bohemia” is the historically rich and traditional name of the Czech lands or Czechia
(i.e., the Czech Republic, the latter being its current official name). This term may
suggest to us a “romantic” image, perhaps a romantic atmosphere and wandering,
carefree style, though it is a word that cannot be defined precisely. Or perhaps a specific
ethnic group will first come to mind, and/or a piece of land in Eastern Europe. Even
in our so-called era of globalization, there still remains a great “cultural distance”
between Chinese culture and Eastern European culture. Literary translation is of course
an important bridge between Chinese and Czech culture, even if the translation itself
is inevitably influenced by cultural differences. These differences are absorbed into the
translated content — either intentionally or unintentionally — and thus affect the reader’s
understanding. This paper investigates the development of translations of Czech
literary texts in Taiwan and Mainland China during three periods: the period before
1989, when the Soviet iron curtain collapsed; the late 1990s, when translations of
Czech literature in simplified Chinese characters were being increasingly re-published
in Taiwan; and our contemporary period, in which we have Czech literary translations
in both Taiwan and Mainland China. This study also introduces and discusses the
results of a questionnaire, one which focuses on the image of Bohemia in FEast Asia,
and the Taiwanese people’s understanding of Czech literature. This paper provides
a comprehensive description of Czech literary translations in Taiwan and Mainland
China, and further explores the impact of literary choices on the creation of Bohemian

images in Taiwanese society.
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Introduction

Literature is an art. Reading literature can also be an artistic or aesthetic
experience that has something in common with other aesthetic experiences,
such as listening to music, watching dance, or looking at paintings (Miller,
1980, p. 3). Literature, as other aesthetic experiences, can sometimes bring us
metaphors. The way inspiration flashes through the heart like lightning flashes
over the earth, instantly illuminating the entire hidden landscape. As Zitlow

(1997) stated:

One criterion used to determine if a literary piece is considered to be an
artistic work is whether it succeeds in evoking in the mind of the reader
vivid, lasting images that contribute to a feeling of possibility, even of

believability. (pp. 413-414)

As the idea put forward by Fox (1994), “language and images are
inextricably linked — in how we generate them, how we make meaning from
them, how we use them, and how we remember them” (p. 11). From another
perspective, Derrida (1997) considers that the image plays the role of a
supplement to the text (p. 309). “It opens an empty space to be filled by the
activity of the reader’s imagination. Ideally, it completes the text in the reader’s
mind, in the world it projects, in the ‘spaces’ between its words” (Preminger &
Brogan, 1993, p. 558). In addition, the words we read and the images we see are
abstract concepts that are produced in reality and are chosen and produced by
someone. When others carefully select words and create them to construct the
birth of image in our minds, we are responding to elements of written works
that contribute to literary value. Hence, the influence power of literature shall

never be underestimated.
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In the field of translation literature, the situation is even motre
complicated. According to Lefevere (1992, p. 15), translation is the rewriting or
manipulation of the original text, and is mainly influenced by three social and
cultural factors, including ideology, dominant poetics and patronage, which will
also be discussed later in this paper. These above factors determine the process
of translation, and thus the cultural representations literature produces. For
example, ideology can limit the selected themes and the way of presentations.
Dominant poetics can be interpreted as literary devices and the concept of the
role of literature, which is relevant to the relation between literature itself and
the social system. Patronage can be understood as power, which usually focuses
more on literary ideology than on poetics. In addition to power, patronage
also includes parameters related to the translator’s economic survival rules
(Lefevere, 1985, p. 227) or is treated as a global control factor, for example, by
adjusting royalties and production costs both domestically and internationally
(Lefevere, 2000, pp. 245-246). According to Lefevere (1992, p. 39), during the
process of translation, ideology and patronage are the factors prior to poetics.
This argument also corresponds to what Thomson-Wohlgemuth (2007, p. 94)
points out: Translation can also be a tool for government policy, which helps to
strengthen specific ideologies.

The process of foreign literature translation is challenging, not to mention
relatively less used languages such as Czech, in part because of the relatively
small demand for translation in the market. Weak market demand can help
reduce the publication of translations and, consequently, reduce the impact on
cultural representations. According to Deleuze, Guattari, and Brinkley (1983),
the Czech literature in the Chinese-speaking world can be described as a “minor
literature,” which “is not the literature of a minor language but the literature
a minority makes in a major language” (p. 16). Czech is one of the relatively

less used languages in Mainland China and in Taiwan, but it does not mean
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that its majority status in its own territory can be neglected. The situation of
the Czech literature in Mainland China and Taiwan is involved in so-called

deterritorialization (Deleuze et al., 1983, p. 18). Bukova (2014) also stated:

To translate from major to minor languages is the natural thing
to do. That is the natural direction of the flow of information,
incontrovertible as a law of nature. The opposite: to translate from
minor to major languages is an act carried out against the law of gravity.

(p. 228)

In short, the reasons that could attract the attentions of readers,
translators or publishers to a “minor literature” are probably the exoticism,
emotional motivation, the figure of a well-known and successful author, or
historical and political affections.

This paper first discusses the meaning of the term “Bohemia.” Next,
discussions on the results of the questionnaire on the image of Bohemia and
the understanding of Czech literature among the people in Taiwan will be
focused. Finally, the author investigates the development of Czech literary
translations in Taiwan and in Mainland China during three periods: the period
before 1989, the year the iron-curtain collapsed; the late 1990s, when more
and more translations of Czech literature in simplified Chinese characters were
re-published in Taiwan; thirdly, the current development of Czech literary
translations in Taiwan and Mainland China. The motivation behind this subject
is deeply related to the translation of Czech literature in Taiwan and China
and the image of Bohemia, mainly because of the belief that “the image can
complete the text in the reader’s mind, and in the world it projects” (Preminger
& Brogan, 1993, p. 558). When Chinese-speaking readers read the translations

of Czech literature, they not only read the text, but also create another “space”
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in the text, matching their interpretation of the Czech/Bohemian image in
order to understand the text in the context of cultural history. Therefore, the
investigation and analysis of whether the translation of Czech literature helps
readers understand Czech/Bohemia is the main goal of this paper.

In brief, this paper serves as the pioneer to open a new perspective,
commencing translation studies of relatively less used languages in Taiwan,
and also is the first to focus on the translations of Czech literature in Taiwan
and Mainland China. It prepares summaries of the translations of Czech
literature in simplified and traditional Chinese characters. These summaries
offer not only a comprehensive description of the development of Czech
literary translations, but also present the selection of Czech literary translations
in the Chinese-speaking society. For example, the translation of 1dclay Havel:
The Authorized Biography (ﬁ ANBCEFISHER ) in Taiwan and the translation
of Julius Fucik’s Notes from the Gallows (HIZE TS ) in Mainland China
present a certain amount of interesting contrast, which will be further
discussed in the fifth part of this paper. With the evolution of the times, it
seems to be the right time to review the translation development of Czech
literature in Taiwan and Mainland China, and its influence on Czech/Bohemia

understanding of these Chinese readers.

Bohemia versus Czech

Bohemia belongs to the historic and traditional name of the Czech lands
or Czechia (i.e., the Czech Republic, the latter being its current official title).
The term simultaneously constructs a wide variety of images and is a word
that is also difficult to define precisely. If we look at its denotation, a term in
semantics involving the relationship between a linguistic unit and the non-

linguistic entities which it refers to (Crystal, 1991, p. 97), its denotative meaning
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is “a region forming the western part of the Czech Republic. Formerly a
Slavic kingdom, it became a province of the newly formed Czechoslovakia by
the Treaty of Versailles in 1919” (Bohemia, 2019, para. 2). This word, on the
other hand, has a connotation at the same time, referring to the personal or
communal emotional associations pointed out by the linguistic unit (Crystal,
1991, p. 74). The connotative meanings of a word usually coexist with
denotative meanings. The connotations of Bohemia are particularly evident
in the related term “Bohemians,” which has been used since the mid-19th
century to describe “socially unconventional, artistic people and the areas they
frequent, viewed collectively” (Bohemia, 2019, para. 1). The term “Bohemia”
should be viewed from the following perspectives. First, historically, the Indo-
Celts settled in the land of Bohemia in the middle of the first century BC.
At the time, a Celtic tribe named Boii settled there, making it the earliest
inhabitant of the region (Rankin, 1996, p. 16). At that time, the Greeks and
Romans who were familiar with the Celtics called Boii’s land “Boiohaemum.”
During the Middle Ages, scholars who used Latin writing borrowed the
names of Roman geographers and named them “Bohemii” or “Bohemani”
tribes and the land of “Bohemia” (Charvat, 2010, p. 5). In the first century
BC, the Germans moved in and in the 6th century the Slavs further moved
into Bohemia. When the Holy Roman Empire, dominated by the Germanic,
evolved to be more powerful, the Germanic aristocracy in the Bohemian region
established an independent kingdom, the kingdom of Bohemia. After the 14th
century, the Habsburg monarchs ruled Bohemia but it was still an independent
kingdom. In 1743, Bohemia became a province of Habsburg-Lorraine, where
the official language was German and the Czech was used as a dialect. After
World War I, the Austro-Hungarian Empire split. Bohemia became part of
a new state in Eastern Europe, Czechoslovakia. It later became the Czech

Republic in 1993. In the Czech Republic, although “Czech” and “Bohemia”
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were used synonymously, “Czech” became the official term in the period 1919
to 1938 and between 1945 and 1993, thereby promoting the idea of a unified
Czechoslovakia (Tuma & Panek, 2018).

Second, in terms of geography, Bohemia is an ancient Central and Eastern
European geographical name, referring to land containing plains, plateaus and
hills, surrounded by low mountains. This land currently belongs to the Czech
Republic, accounting for two-thirds of the country’s area, approximately 20,367
square miles, with a total area of 30,450 square miles (Bohemia, n.d., para. 5).

Third, etymologically, the term “Bohemia” is derived from the Latin word
“Boiohaemum,” which is composed of the prefix “Boii-,” a tribal name, and
the old Germanic lexical stem “xaim-,” denoting “homeland” (Teich, 1998, p.
27). On the other hand, the term “Czech” was derived from one tribal name of
the Slaves, who moved to this region in the 6th century.

Finally discussed, in literature and art, the term “Bohemia” has different
referential meanings. In 1623, the land Bohemia in Shakespeare’s The Winter’s
Tale refers to a place with deserts and seashore. In 1845, Henri Murger’s
Scenes de la VVie de Bohéme expressed another meaning of Bohemia, widely
used in France during the 19th century, referring to the French Gypsy crowd
supposedly from Bohemian region. In 1896, Giacomo Puccini’s opera La
Boheme further promoted Henti Murger’s notion of Bohemia. Later, a new term
“Bohemianism” appeared, meaning “socially unconventional in an artistic way”
(Bohemianism, n.d., para. 1).

At this point, when we return to discuss the subject of this paper,
questions arise: What does the term “Bohemia” mean nowadays? How is this
meaning produced in contemporary Chinese society? Although the original
meaning of the term “Bohemia” refers to the historic and traditional name of
a region of the Czech lands, whilst in the Czech language the term “Bohemia”

can be replaced by the term “Czech.” Our survey reveals that most Taiwanese
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are more familiar with the use of the term “Bohemian” to imply “socially
unconventional in an artistic way,” without realizing the connection between
“Bohemia” and “Czech.” As mentioned in the first part of this paper, the
literature is one of the main sources of image creation. In Taiwan, or broadly
speaking, in Chinese-speaking society, Czech literature is translated relatively
less than other so-called mainstream languages such as English, French, and
German. On the other hand, the choice of translation of Czech literature
also reveals the control from the government, publishers, markets and so on,
which will be discussed further later (please see the fifth part of this paper).
Therefore, when we return to the questions mentioned at the beginning of
this paper: Does the translation of Czech literature support the understanding
of Czech/Bohemia by these Chinese readers? Or does the image of Bohemia
originate from the reading of translations of Czech literature, and is it

consistent with the alleged meaning of the term?

Methodology

In this paper, we investigated the attitudes and opinions of the Czech
literature translation in Taiwan. Our survey has a total of 451 respondents.’
The age distribution of the respondents was as follows: 20-30 (31.5%), 30-
40 (24.8%) and 40-50 (21.1%) (see Figure 1). This age distribution may reflect
the participation of people who are used to the Internet as restricted by the
survey channel. On the other hand, it also reveals the research limitations of
this research method. Due to the use of an online questionnaire, respondents
are usually of a younger generation, highly educated and well skilled at using
the Internet. Hence, the result of the survey cannot fully reflect the overall

situation in Taiwan and Mainland China, but it still can help to present images

! This questionnaire survey was conducted from June 5th to June 20th in 2017,
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of Bohemia as seen by this target group in Taiwan, its understanding of Czech
literature, and the relation between images of Bohemia and understanding of

Czech literature.

m]
.|

40% o

(31.5%)

30%
(24.8%)

(21.1%)
20% O
(14%)

10% (7.3%)

(1.3%)

0%

Under 20  20~30 years 30~40 years 40~50 years 50~60 years Above 60
years old old old old old years old

Fig. 1 Age distribution of the participants in this survey

According to Ackroyd and Hughes (1981), there are three types of surveys:
(a) factual surveys, which are used to collect descriptive information, i.c., the
government census; (b) attitude surveys, which, rather than attempting to gather
descriptive information, collect and measure people’s attitudes and opinions;
(c) explanatory surveys, which go beyond the collection of data and aim to
test theories and hypotheses and/or to produce new theory. In this paper, our
survey is closer to attitude surveys, in order to perform an opinion poll on one
specific issue. Ackroyd and Hughes further pointed out that the application
of questionnaires for surveys has the following benefits: (a) it is practical; (b)
enormous amounts of information can be collected from a large population
in a short period of time and in a relatively cost effective way; (c) it can be

carried out by the researcher or by any number of people with limited effect
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on its validity and reliability; (d) the results of the questionnaires can usually
be quickly and easily quantified by either a researcher or through the use of a
software package; (e) it can be analyzed more “scientifically” and objectively
than other forms of research; (f) when data has been quantified, it can be used
to compare and contrast other research and may be used to measure change; (g)
positivists believe that quantitative data can be used to create new theories and/
or test existing hypotheses. However, there also exist some disadvantages, for
example: (a) it can be argued that surveys ate inadequate to understand some
forms of information (i.e., changes of emotions, behavior, feelings etc.); (b)
there is no way to tell how truthful a respondent is being; (c) there is no way
of telling how much thought a respondent has put in; (d) people may read each
question differently and therefore reply according to their own interpretation
of the question.

The questionnaire used in our research was divided into three parts: The
first part collected the basic information about the participants; the second
part involved the respondents’ impressions and images of Bohemia; the final
part was discussed about their understanding of Czech literature. A total of 18
questions were provided to the participants and they were asked to complete

the questionnaire within 20 minutes.

Discussion of Survey Results

As mentioned in the third part above, through analysis of the general
background of the participants, we observed that most of them had received
postsecondary education (68.1%). Almost all of them had competence in at
least one foreign language (91.6%). A total of 36.8% of the participants were
competent in two foreign languages, and 20.6% were competent in more than

two foreign languages. English was a foreign language which most participants
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can use (98.9%), and 120 participants further indicated that they had studied
English for more than 10 years. In short, the participants in this survey had a
high level of foreign language competence and knowledge of foreign culture,
all of whom were highly educated in Taiwanese society.

Our questions inquiry whether reading literature is one of the channels
through which they are exposed to foreign cultures or objects, and to explore
the time they spend in reading. In Figure 2, the result showed that 51% of the
participants spent one to five hours per week in reading, and 23.1% spent six
to ten hours. Only 14.6% of the participants spent less than one hour reading.
This result pointed out that reading shall be one of the important channels for

these participants to contact new culture or objects.

60.00%

(51%)

40.00%

(23.1%)
20.00%

(14.6%)
(11.3%)

0.00%

1 hour per week  1-5 hour per week 6-10 hours per 10 hours per week
or less week or more

Fig. 2 Reading frequency of the participants in this survey

The questionnaire then asked what channels respondents used for reading,
including internet, libraries, and new book shops, and used book stores. The

survey results showed that internet (83.6%) was the most important channel for
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these participants for reading, New book stores (49.7%) occupied second place,

and libraries were chosen by 48.3% of participants. Please see Figure 3 below.

Book shops — 224 (49.7%)

Internet — 377 (83.6%)

Libraries - 218 (48.3%)

Second-hand shops — 63 (14%)

Fig. 3 Most frequent channels of reading of the participants in this survey

To summarize the results, participants in our survey had a high level of
education and spent a significant amount of time reading, Our next question
follows: What does the term “Bohemia” bring to mind? The result was shown
in Figure 4. Almost 70% of the participants associated the term “Bohemia”
with “Exotics,” 41.9% thought about “Wandering,” and 40.8% thought of
“Gypsies.” Only 33.9% thought of “Czech.” The result of this question
corresponds to the main focus of this paper. As mentioned in the second
part, most Taiwanese are not familiar with the relation between the two terms
“Bohemia” and “Czech.” Most Taiwanese are more familiar with the use of the
term “Bohemian” referring to “socially unconventional in an artistic way.” This
may be related in some way to “Exotic,” “Wandering” and “Gypsies” rather

than the term “Czech.”

Romantics — 104 (23.1%)
Wandering — 189 (41.9%)
Freedom 171 (37.9%)

Exotics — 313 (69.4%)
Gypsies
Central Europe
Eastern Europe
Czech

Poland

— 184 (40.8%)
— 100 (22.2%)

— 143 (31.7%)

— 153 (33.9%)

— 32(7.1%)

Fig. 4 Image of Bohemia of the participants in this survey
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Our next question was: Does the term “Bohemia” make you think of
literature, or is your impression and image of Bohemia the result of reading
literature? The results were shown in Figure 5: 73.4% of participants agreed
that their images of Bohemia were in response to literature. However, when we
further asked these participants to provide some examples of the literature, 86
participants wrote Puccini’s opera La Bohéme. The rest of the answers mainly
referred to works of Franz Kafka and Milan Kundera. Interestingly, eight

participants mentioned the work of Japanese writer, Murakami Haruki.

0,
80.00% (73.4%)
60.00%
40.00%

(26.6%)
20.00%
0.00%
No Yes

Fig. 5 Relation between image of Bohemia and literature

On the one hand, these survey results indicate that the translated literature
provides participants with an understanding of the term “Bohemia,” but on
the other hand implies that their image of Bohemia is narrowly regarded as
a derivative cultural meaning, rather than its original denotation, referred to
the term “Czech.” To give this survey a short conclusion, it seems that the

translation of Czech literature does not adequately support the Taiwanese
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readers’ understanding of Czech/Bohemia. Their image of Bohemia is curated
from other sources, such as Puccini’s opera Ia Bobhéme.

Observing the results of the survey, among the Czech writers whose
works were translated into simplified or traditional Chinese characters, 42.1%
of the participants knew Franz Kafka, and 39.2% knew Milan Kundera.
However, as mentioned, the former’s works were written in German, not in
Czech. The latter became a citizen of France due to naturalization, and his
works were published in French instead of Czech. The third-ranked Czech
writers in this survey are Bohumil Hrabal (23.3%) and Vaclav Havel (23.5%).
This result correponds precisely to the summaries of the Czech literature
translation in simplified and traditional Chinese characters, as discussed in
the fifth part of this paper. In addition to Franz Kafka and Milan Kundera,
the works of Bohumil Hrabal are most often translated in both Taiwan and
in China.

Another question raised in our survey is: Which work of Czech literature
is most known to Taiwanese? The result pointed out that Milan Kundera’s The
Unbearable 1ightness of Being ( A an PR BE K 2 2 K ) is the most well-known
(37.7%), followed by Ivan Klima’s The Spirit of Prague: And Other Essays ( AL
FEKETH ) (34.4%) and Bohumil Hrabal’s Too Loud A Solitude ( #8118 B HIHL
Fl) (25.5%). The last question in the questionaire was about the impression of
Czech literature. Most of the participants linked Czech literature to “History”
(30.8%), “Philosophy” (30.6%) and “Exotics” (30.4%). Please see Figure 6

for data.
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Fantasy — 80 (17.7%)
Romantics — 81 (18%)

Wandering 86 (19.1%)
Exotics — 137 (30.4%)
Sci-fi mm— 10 (2.2%)
Philosophy 138 (30.6%)
Wars — 103 (22.8%)
Love — 87 (19.3%)
Family — 25 (5.5%)
Travel — 40 (8.9%)
History — 139 (30.8%)
Revolution 104 (23.1%)
Marriage — 11 (2.4%)
Friendship — 13 (2.9%)
Life and death — 93 (20.6%)
Hope — 40 (8.9%)
Homeland — 122 (27.1%)
Humorous — 30 (6.7%)

Fig. 6 Impression of Czech literature for the participants in the survey

The result of Figure 6 seemly reveals some influence of the works of the
most introduced Czech writer, Bohumil Hrabal, in Taiwan and Mainland China.
First, the works of Hrabal are known to be full of “Philosophy” for his style,
as in Too Loud A Solitude, Pearls of the Deep ( [EREIVEZER ), Palaverers ( FEEHY
)\ﬁ'ﬁ) and so on. He even created a new Czech term, “Palaverers” (in Czech:
“Pabitelé”), to refer to the groups of figures he cares and writes about, sharing
some similar characteristics. Secondly, his works are always set following a
specific time line. I Served the King of England ( R RHE i R B T ) is set in
Prague in the 1940s, during the Nazis occupation and early communism. Closely
Observed Trains (7% 8E X ERFEEVEAY Y H ) is about a young man working at a
train station during German-occupied Czechoslovakia during World War II.

Cutting 1t Short ( HTE/NIR = B BT, Joyful Blues/ Beantiful
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Sadness (FAIRE/NEE =20 © BHEHAYEES ) and Harlequins Millions ( TTBE/ [N
—E0Hh - BEEER BN belong to a series of Hrabal’s memories in the
town Nymburk, where he grew up. In-house Weddings (%%E/‘] IR i =20 Hh -
AEAGIRIL ), Vita Nuova (S AVHREG = HHE - FFAIIT T ) and Tacant
Lot/ Gaps ( FZFHIHEHE = E0dh © E(FHRBEHYSE ) are another series of his
memories about his marriage with his wife. In brief, the most introduced and
translated Czech writer’s works, “History” and “Philosophy,” seem to result in
the main impression of Czech literature for Chinese readers.

As we will discuss below, although the choice of translated literature
affects Taiwanese understanding of Bohemia, and translation itself is also
influenced by cultural differences. At the same time, this difference can affect
the readers’ understanding of the translation. Although the survey in this paper
does not include Mainland China, the results of the survey in Taiwan trigger
the development of Czech literature translation in Taiwan and Mainland China
in the fifth part.

In addition, before investigating the summaries of the published Chinese
translations of Czech literature, it is necessary to mention the translators of
Czech literature in Mainland China and Taiwan. In the 1950%, the Communist
Party of China sent students to Czechoslovakia, and contributed to the
founding of the Czech study program at Beijing Foreign Studies University in
1954. After returning to China, most of the students worked at the Division of
Eastern European Literature in the Institute of Foreign Literature at Chinese
Academy of Social Science, which was founded in 1964. This division was later
withdrawn and in 2010 reorganized into the current Division of Southeastern
European and Latin American Literature. The rest students worked at Beijing
Foreign Studies University or other relevant government agencies, which
became an important influence of Czech literary translation. Among them,

the most famous translators are Le-yun Yang (1783, Xing-can Liu (22
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ﬁ%),z Bai Lao ('%'EI ), Shih-rong Wan (%ﬁ%) and Cheng-jun Jiang (Héﬁ({ﬁ ).
These scholars are committed to promoting Czech literature in China. However
their mission is not easy to achieve. One of the difficulties is the choice
of translating literature. Most of the texts of literary translation have
been carefully selected to strengthen the political order of the Communist
Party. Most choices of works are triggered by the strategy of “ideologically
consonant” (Sturge, 2010, p. 77). In this regard, the text selection strategy
becomes “mechanisms of political intervention” (Rundle & Sturge, 2010, p. 7).
The translation of Fucik’s Notes from the Gallows ( EHZE TV ) is a typical
example of a translation that is produced under this selection strategy. Despite
this, until now the works of these translators are still the main representatives
of Czech literature in Mainland China. So far, it seems difficult for the next
generation to take over this daunting task. A generation gap between translators
and translators is taking shape. The current translators of Czech literature in
Mainland China are not as many as before, and they are still mainly from the
two institutions mentioned above. One is the School of European Languages
and Culture at Beijing Foreign Studies University. For example, Wei-zhu Xu (R
{&EER) translated Eva Kantarkova’s After the Flood ( HEK 7 1% ) in 2008 and The
Ultimate Intimacy LR 25 ) by Ivan Klima in 2014. The other is the Institute
of Foreign Literature at Chinese Academy of Social Science, where Chang-jing
Du (fEE 4 ) translated Arnost Lustig’s White Birches ( HFERR ) in 2010, Josef
Skvorecky’s Ordinary Lives (358 ) in 2013 and Ivan Klima’s Wasting for the Dark,
Waiting for the Light (%ﬁ?ﬂ% ’ /é‘;ﬁ:rﬁ[éﬂﬂ) in 2014. She also translated Klima’s
Lovers for a Day (—HE A ) with Xing Gao (5L ) in 2014, who is also the
current chief editor of the journal World Literature ( ﬁi‘?ﬁj{%) and of one

national publication project called “Blue Eastern Europe.” This 10-year national

2 Xing-can Liu (¥] & % ) sometimes used her full name and sometimes only her first name “Can
Xing” ( & % ) in the different translation works.



Images of Bohemia 191

publication project was launched in 2012, and aimed with the translation and
publication of almost 80 Eastern European literature written in the 20th
century, including nine Czech literary works. They are Klima’s Lovers for a Day,
The Ultimate Intimacy, Waiting for the Dark, Waiting for the 1.ight, My Golden Trades (X,
HIEERBE ), No Saints or Angels GZHEN ~ 18H K ), My Mad Century I (¥,
HHATHEE (55—H0) ) and My Mad Century II (BRHTRIL T (55 =H0) ).
Except for Klima’s works, there are also Hrabal’s The Gentle Barbarian ( JEZEHY
88 A ) and § nowdrop Festival ( FARAEAYE L ). This project is still in progress
so it is necessary to keep its development and influences under observation.
However, there is still very little contemporary Czech literature translated into
simplified Chinese characters, except for Mchael Vieweigh’s Women’s Novel (6 £f
AL S HE 5% 1Y 15 & ), which is also the only one modified from the version
in traditional Chinese characters in Taiwan. On the other hand, the translation
situation in Taiwan is also not very optimistic. In Taiwan, although the
government sent scholarship students to the Czech Republic in the 19907, this
policy lasted only a few years. Some of these students did participate in Czech
literature translation after returning to Taiwan, and some students who did not
receive government scholarship also actively participated, such as Karel Capek’s
The Gardener’s Year ( 1&RCENAEAEE ) translated by Yi-wei Geng ( Bk—1{&)
in 2002, who also translated Vaclav Havel’s dclav Havel: Selected Plays ( NE4ERR
EREI#E ) with Xue-ji Lin ( #RE240 ) in 2004. In addition, Melissa Shh-hui Lin
(PREEER ) translated Mchael Vieweigh’s Women’s Novel (6 £ 1R FILIEH KA1
2 ) in 2003 and Bohumil Hrabal’s Cutting It Short ( JAIRE/INBE = S0 © Uit
FHYZZ ) in 2017. However, translation production is very limited mainly due

to market demand.
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Translation of Czech Literature in

Taiwan and Mainland China

In this part, we are going to summarize the current development of
Czech literary translation in Taiwan and Mainland China. Only the literature
originally written in Czech is included in this discussion. Some famous writers
who are considered to be Czech writers, such as Franz Kafka and Egon Kisch
or later Milan Kundera did not appear because they used other languages to
write. In addition, it’s worth noting that the main purpose of these summaries
is to introduce whether the selection of Czech literary translations in Taiwan
and Mainland China will affect the Chinese-speaking readers’ understanding
of Czech/Bohemia. In other words, the discussion focuses mainly on the
choice of Czech literary translation, rather than on the entire translation
process. At the same time, we also know very little about foreign literature
translations produced during the martial law period in Taiwan. Most of these
translators are assumed to be from Mainland China, so during this period they
were banned from revealing their real names in the translations in Taiwan
(Lai, 2013). Therefore, it is unclear whether all such translations are translated
from the original Czech. Secondly, except for some works by Vaclav Havel,
Bohumil Hrabal, and Mchael Vieweigh, which were translated by the Taiwanese
translators from Czech to Chinese, most of the Czech literary translation in
Taiwan are based on the versions in simplified Chinese characters of Mainland
China. In short, it will be much more complicated to consider the entire
process of translation here. Therefore, the summaries only focus on the choice
of literature, so it is assumed that these documents allow us to understand
which Czech literature has been introduced into the Chinese-speaking society.

It is clear that the quantity of Czech literary translation in traditional Chinese
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characters is relatively less than that of in simplified Chinese characters. A
total of 40 works of Czech literature have been translated into traditional
Chinese characters, and in comparison with 69 works translated into simplified
Chinese characters.

For Czech literature translation in China, there are at least 26 Czech
writers’ works translated into simplified Chinese characters. Bohumil Hrabal
is the most translated writer with 14 works translated. From Ivan Klima, there
are 13 works. From Karel Capek and Milan Kundera,® there are respectively
eight and six works (see Appendix A). Before 1989, there were already Czech
literature translated into simplified Chinese characters, such as Julius Fucik’s
Notes from the Gallows (%% THIZE T By 3 25 ), Jaroslav Hasek’s The Good Soldier
kY vejk (ﬁ?ﬁiﬁmﬁ), and Alois Jirasek’s Ancient Bobensian 1 egends (T%}'Eﬁ%{iﬁﬁﬁ)
Among them, Hasek’s The Good Soldier Svejk is an internationally known work,
having been translated into various languages already. Of these translations, the
most worthy of further discussion is Fucik’s Notes from the Gallows. At the time
it was published, Nofes from the Gallows was the most successful and popular
Czech translation in China, describing Fucik’s experience in prison when he
was arrested by the Nazis and his hope for a better Communist future. The
Communist Party of Czechoslovakia found Fucik and his book convenient
as propaganda and took them as important symbols of the Party. For the
Communist Party in China, Fucik’s work was equally valuable as propaganda,
explaining the historical importance of this book in China. As a result, it was
used as elementary school textbooks for pupils there. By contrast, Notes from the
Gallows has never been translated into traditional Chinese characters in Taiwan,
and no participant in our survey included it in their list of works by Czech

writers. This phenomenon corresponds to Lefevere’s (1992) rewriting model,

3 In this section, we only talk about his works written in Czech, excluding his works written in
other languages.
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which identifies important contextual factors that impinge on the translation.
The promotion of politics and other interests through translation is not
restricted to the area of literature.

With respect to Czech literary translation in Taiwan, at least 12 Czech
writers’ works are translated and published in traditional Chinese characters.
The most frequently translated writer in Taiwan is Bohumil Hrabal. There are
11 works of Bohumil Hrabal translated into traditional Chinese characters, and
at the same time he is also the most translated Czech writer in China. From
Milan Kundera there are eight pieces of his works. From Vaclav Havel and
Karel Capek, there are respectively six and five works translated into traditional
Chinese characters (see Appendix B). Almost all translations were published in
Taiwan after 1989, most of which were after 2000. Before 1989, some Czech
literature was translated in Taiwan, including works by Milan Kundera. However,
these translations are clearly not authorized and are not translated from the
Czech language. Among these translations of Czech literature, almost all the
translations in traditional Chinese characters have corresponding versions in
simplified Chinese characters. Given the lack of professional Czech translators in
Taiwan in this era, it is likely that most of the translations in traditional Chinese
characters are modified from the versions in simplified Chinese characters.
Compared with the most frequently translated Czech writers in Mainland China,
Ivan Klima only has one work translated into traditional Chinese characters
in Taiwan, The Spirit of Prague: And Other Essays (ﬁ K& 5 ). However, in
Mainland China there are his 13 works translated. Undoubtedly, Klima occupies
an important position in Czech literature. It’s not easy to understand the big
difference between the numbers of his works translated in Mainland China
and Taiwan. Instead of Klima, there is another Czech writer who attracts more
attention of Taiwanese publishers and readers, and whose works cannot be

read easily in China. That is Vaclav Havel, whose works were mainly translated
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and published in Taiwan after 2000. He is not only a writer, but also a former
dissident and a politician. He had a very friendly relationship with the Taiwan
authority. Through his writing and political career, Havel became a symbol of
democracy, and its image is in stark contrast to the image of Fucik in China.
This phenomenon also implies that accepting patronage signals to indicate the
integration and acceptance of a certain group or their lifestyle, or the elite of
the most talented and powerful group (Lefevere, 1985, p. 228). Havel is not
only a symbol of democracy, but also shows the integration and acceptance of
Taiwan society. He is also a fighter against communism, thereby encouraging

Taiwanese society to strengthen its belief in democracy and freedom.

Conclusion

The term “Bohemia” surely is not necessarily related to Czechia. However,
when the original meaning of a term is almost entirely replaced by other
pragmatic meanings in one community, this phenomenon must reveal some
ideas worth studying.

There is no doubt that literary translation is one the most important
bridges between cultures. The choice of translated literature and the translation
itself form a cultural representation and are influenced to some extent
by cultural differences. These differences are absorbed into the translated
content — either intentionally or unintentionally — thus affecting the reader’s
understanding. On the other hand, it is also a necessary medium for integration
into the global community. A total of 37.5% of the participants in our survey
indicated that the biggest obstacle to understanding Czech literature is language
and culture. This reveals that our society still does not have enough input into

Czech literary translation.
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As pointed out by Lefevere (1992), translation is one of several types
of practices that result in partial representation of reality. The process of
translation itself involves a variety of factors, which may affect the readers’
images of a particular topic. Especially when hegemonic literature on an ever-
larger scale seizes and absorbs the voices of other literatures (Bukova, 2014, p.
232), that makes the very existence of so-called “minor literatures” (Deleuze
et al., 1983) redundant. To translate from minor into major languages seems
against natural laws, hence needs additional assets. In other words, the principle
of autonomy of the “global,” or the “international,” literary field, if left on its
own, will maintain and even accelerate inequality.

This paper assumes that market demand and government policies are
the most important factors in promoting the development of Czech literary
translation in Taiwan and Mainland China. At the same time, if the Chinese
translation of Czech literature is intentionally developed and serves as a well-
functioning interface between cultures, it is necessary to train more Czech
literature translators not only in Mainland China but also in Taiwan. To sum up,
the selection and publication of translations of foreign literatures is challenging
and needs to be considered, especially for the minor literatures, such as the

Czech literature in the Chinese-speaking world.
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Appendix A

Summary of Translated Works of the Most Translated
Czech Writers in Simplified Chinese Characters
(Chinese Translation Publications Information)

Capek, K. (1999). War with the newts (J. Bei, Trans.). Beijing, China: Daylight.
(Original work published 19306)

hEEEY  BiARZELEE BN

Capek, K. (2000). The islands (S. R. Wan & H. Xu, Trans.). Shanghai, China:
Shanghai Culture. (Original work published 1916)

hepE L BEIRE REE  EH - RE

Capek, K. (2007). The gardener’s year (Y. T. Jia, Trans.). Beijing, China: New World
Press. (Original work published 1929)

hed st - —EE T —F - PR T HSERATS R E
i

Capek, K. (2008). Dashenka, or the life of a puppy (F. F. Chen, Trans.). Tianjin,
China: Tianjin Education Press. (Original work published 1933)

hed st NVEEE R RE  RIEE

Capek, K. (2013). Rossum’s universal robots (Y. Bai, J. Ma & Mello, Trans.). Beijing,
China: Dongxiwenku. (Original work published 1920)

hEEEY  ERMERERSE A FE Bk B Mello

Capek, K. (2015). Tales from two pockets (J. Hu, Trans.). Beijing, China: Xinhua.
(Original work published 1928, 1929)

EEE S L PR BE AR SR

Capek, K. (2015). War with the newts (H. Song, Trans.). Zhengzhou, China:
Petrel. (Original work published 1936)

TEEEY  BARZEL A  ORE
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Capek, K. (2016). I had a dog and a cat (D. Su, Trans.). Beijing, China: People’s
Literature. (Original work published 1939)

R ¢ PSR, S ¢ Akl

Capek, K. (2016). Noetic trilogy (W. H. Jiang, S. C. Cheng & S. L. Shu, Trans.).
Guangzhou, China: Huacheng. (Original work published 1933, 1934)

TEEER ORE C REW - BT EVNR a8 R CE R
B~ BT TRLE

Capek, K. (2017). The gardener’s year (W. Chen & R. Yang, Trans.). Beijing, China:
Beijing Science and Technology Press. (Original work published 1929)

TR BT BE - R

Hrabal, B. (2003). Too loud a solitude & pearls of the deep (L. Y. Yang & S. R. Wan,
Trans.). Beijing, China: China Youth. (Original work published 1977, 1963)

hEEE S MNEENUVERKENEIR e  BEE - SR

Hrabal, B. (2004). Knots on a handkerchief — Who 1 am: Interviews (C. Xing & B.
Lao, Trans.). Beijing, China: China Youth. (Original work published 1987)

hEEEA OB REE C B

Hrabal, B. (2004). Palaverers (L. Y. Yang & S. R. Wan, Trans.). Beijing, China:
China Youth. (Original work published 1964)

hEEE S - BRI R - HAE - iR

Hrabal, B. (2004). Trilogy of Hrabals auntobiography: In-house weddings, V'ita nuova,
Vacant lot/gaps (C. Xing & B. Lao, Trans.). Beijing, China: China Youth.
(Original work published 1986)

hEEEA  EECHE AT ¢ B S - MU NE R B 2 E

Hrabal, B. (2007). The little town where time stood still (S. R. Wan, Trans.). Beijing,
China: China Youth. (Original work published 1974)

R ¢ AN NG R - SR

Hrabal, B. (2011). Too loud a solitude (L. Y. Yang, Trans.). Beijing, China: Beijing
October Arts & Literature. (Original work published 1977)



Images of Bohemia 201

RS BREENIE, S

Hrabal, B. (2012). I served the king of England (B. Lao, Trans.). Beijing, China:
Beijing October Arts & Literature. (Original work published 1971)

hEEE G - B FHEEEEE T R 55

Hrabal, B. (2014). Cutting it short (S. R. Wan, Trans.). Beijing, China: Beijing
October Arts & Literature. (Original work published 1974)

eSS —EHE O/ NE=EZ —) /5 © Bk

Hrabal, B. (2014). Harleguin's millions (L. Y. Yang, Trans.). Beijing, China: Beijing
October Arts & Literature. (Original work published 1981)

eS¢ RORR R/ CHI N =i 2 =) 385 EEE

Hrabal, B. (2014). Joyful blues/ Beantiful sadness (C. Xing & B. Lao, Trans.). Beijing,
China: Beijing October Arts & Literature. (Original work published 1979)

RS RS Ol N =8z —) FE © BE - 58

Hrabal, B. (2015). Trilogy of Hrabal’s antobiography: In-house weddings, V'ita nuova,
Vacant lot/gaps (C. Xing & B. Lao, Trans.). Beijing, China: Beijing October
Arts & Literature. (Original work published 19806)

e - EEChE =80 - B R AE ~ MV NE RS B E

Hrabal, B. (2017). The gentle barbarian (X. H. Peng, Trans.). Guangzhou, China:
Huacheng. (Original work published 1973)

hEEE G OnSRIVEEA RS - /MW

Hrabal, B. (2018). Swowdrop festival (W. Z. Xu, Trans.). Guangzhou, China:
Huacheng. (Original work published 1978)

hEEE S BECCHIBREE B ¢ TRERR

Klima, 1. (1998). The spirit of Prague (W. P. Cui, Trans.). Beijing, China: Writers.
(Original work published 1994)

hEEE A AT R BT

Klima, 1. (1999). My merry mornings (L. M. Jing & K. X. Jing, Trans.). Nanjing,
China: Yilin Press. (Original work published 1979)



202 HFwk Ft—% HoM

RS  KPRENR R 2R RIUE

Klima, I. (2004). A dialogne on love (C. Xing, Trans.). Beijing, China: China
Friendship. (Original work published 1995)

hEEER P - REBBERNGE - b BRSNS B

Klima, 1. (2004). A summer affair (S. R. Wan, Trans.). Beijing, China: China
Friendship. (Original work published 1979)

RS PN - REEBPRNSE SR EER

Klima, 1. (2004). Judge on trial (X. Can, Trans.). Beijing, China: China Friendship.
Original work published 1986

8 p

fEEG  WEHEAE FE B

Klima, I. (2004). My first loves (X. Gao, Trans.). Beijing, China: China Friendship.
Original work published 1990

8 p

RS P - REEBERNGRE - T AR e

Klima, I. (2014). Lovers for a day (C. ]. Du & X. Gao, Trans.). Guangzhou, China:
Huacheng, (Original work published 1970)

eSS —HEBEA g HEG > a#

Klima, 1. (2014). My golden trades (X. C. Liu, Trans.). Guangzhou, China:
Huacheng. (Original work published 1990)

hEEE S - AV BRI

Klima, 1. (2014). My mad century I (H. Liu, Trans.). Guangzhou, China:
Huacheng, (Original work published 2009)

hEEE G - BRILHEE (B8 R - B

Klima, 1. (2014). No saints or angels (L. A. Zhu, Trans.). Guangzhou, China:
Huacheng, (Original work published 1999)

hEEES RAEAN  RARME REE  RN%E

Klima, 1. (2014). The ultimate intimacy (W. Z. Xu, Trans.). Guangzhou, China:
Huacheng, (Original work published 1996)

hEEE S - KRR IREDR
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Klima, I. (2014). Waiting for the dark, waiting for the light (C. ]J. Du, Trans.).
Guangzhou, China: Huacheng. (Original work published 1993)

hEEE S L FREREE - FRPLI REE  HEG

Klima, I. (2016). My mad century II (Z. H. Xu, Trans.). Guangzhou, China:
Huacheng, (Original work published 2010)

e - JAGRITEAS (280 5% © 51l

Kundera, M. (2004). Laughable loves (Z. X. Yu & C. J. Guo, Trans.). Shanghai,
China: Shanghai Translation. (Original work published 1969)

hEEES  ARINEEE R FIER

Kundera, M. (2010/2014). Life is elsewhere (X. Y. Yuan, Trans.). Shanghai, China:
Shanghai Translation. (Original work published 1979)

hEEE G AUEER R, R Rk

Kundera, M. (2010/2014). The unbearable lightness of being (J. Xu, Trans.).
Shanghai, China: Shanghai Translation. (Original work published 1984)

hEEE G Aa A TRZ 28GR ¢ AT

Kundera, M. (2011). The book of langhter and forgetting (D. L. Wang, Trans.).
Shanghai, China: Shanghai Translation. (Original work published 1979)

G SRS Ve ety

Kundera, M. (2011/2015). Jacques and his master (C. X. Wei, Trans.). Shanghai,
China: Shanghai Translation. (Original work published 1981)

hEREE L MRty E N - REES

Kundera, M. (2014). The joke (R. M. Cai, Trans.). Shanghai, China: Shanghai
Translation. (Original work published 1967)

hEEE iR AT
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Appendix B

Summary of Translated Works of the Most Translated
Czech Writers in Traditional Chinese Characters
(Chinese Translation Publications Information)

Capek, K. (1995). Nine fairy tales: And one more thrown in for good measnre (Y. Q.
Ren, Trans.). Taipei, Taiwan: Zhiwen. (Original work published 1932)

fEEE S el ER B (LD

Capek, K. (1997). I had a dog and a cat (Y. F. W, Trans.). Taipei, Taiwan: Zhiwen.
(Original work published 1939)

FEEES  HAWABES FE  RER

Capek, K. (1999). I had a dog and a cat (J. Cheng, Trans.). Taipei, Taiwan: Living
Natural Cultural. (Original work published 1939)

RS RIS RE e

Capek, K. (1999). War with the newts (Y. F. W, Trans.). Taipei, Taiwan: Zhiwen.
(Original work published 1930)

FEEEA RS RS RN

Capek, K. (2002). The gardener’s year (Y. W. Geng, Trans.). Taipei, Taiwan: Rye
Field. (Original work published 1929)

RS el E R (&

Capek, K. (2005). Dashenka, or the life of a puppy (Y. Z. Li, Trans.). Taichung,
Taiwan: Morning Star Group. (Original work published 1933)

RS L INEREMR FE A

Havel, V. (2003). A farewell to polities (Z. S. Lin, D. J. Cai, R. B. Chen & P. B.
Xu, Trans.). Taipei, Taiwan: Rive Gauche. (Original work published 2002)

RS BUG  BREE MORE  FEEUR - BRI - TR

Havel, V. (2003). Anticodes (1. Bei, Trans.). Taipei, Taiwan: Tendency. (Original
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work published 1964)

hERE NS REE - HH

Havel, V. (2003). Disturbing the peace: A conversation with Karel Hvigd ala
(Anonymous, Trans.). Taipei, Taiwan: Tendency. (Original work published
1991)

RS REEITAVERN - ISR B kB

Havel, V. (2003). The power of the powerless (W. P. Cui, Trans.). Taipei, Taiwan:
Rive Gauche. (Original work published 1978)

eSS R EOED REE BT

Havel, V. (2004). Viclav Havel: Selected plays (Y. W. Geng & X. J. Lin, Trans.).
Taipei, Taiwan: Bookman Books. (Original work published 1963, 1965,
1968)

hEEE G IGERISRIEE R - B E - M

Havel, V. (2011). Letters to Olga (Y. H. Li, Y. ]. Zhang, S. L. Chen, Y. L. Wang
& G. H. Zhang, Trans.). Taipei, Taiwan: Tendency. (Original work
published 1988)

hEEE G M PE T REE S O R - BRAE
TR REEHE

Hrabal, B. (2002). Too lond a solitude (I.. Y. Yang, Trans.). Taipei, Taiwan: Locus.
(Original work published 1977)

TEEEY  BREEVIVEGEE C BEE

Hrabal, B. (2003). [ served the king of England (X. C. Liu, Trans.). Taipei, Taiwan:
Locus. (Original work published 1971)

hEEE G - B FHEREEEIE T REE - B

Hrabal, B. (2004). Pearls of the deep (S. R. Wan, Trans.). Taipei, Taiwan: Locus.
(Original work published 1963)

hEEEY  KENBERREE  ER

Hrabal, B. (2000). Palaverers (L. Y. Yang & S. R. Wan, Trans.). Taipei, Taiwan:
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Locus. (Orginal work published 1964)
BT

RS  PENAM B BEEE
Hrabal, B. (2007). Closely observed trains (Z. Xu, Trans.). Taipei, Taiwan: Locus

(Original work published 1965)

RS L RAEAERTREIRHYSIEE R TR
Hrabal, B. (2008). In-house weddings (X. C. Liu & B. Lao, Trans.). Taipei, Taiwan:

Locus. (Original work published 1980)
hEEE S - ETIVIREE =EH 2 — - BRI GEE - BIER -

Hrabal, B. (2008). VVacant lot/gaps (X. C. Liu & B. Lao, Trans.). Taipei, Taiwan:

Locus. (Original work published 1980)
hEEE - ETHIRIE AP — - EEARAE R BIEE - 5E

Hrabal, B. (2008). ita nuova (X. C. Liu & B. Lao, Trans.). Taipei, Taiwan:

Locus. (Original work published 1986)
5 H

hEEE Y ETHRE =AM — - PR BRI
Hrabal, B. (2017). Cutting it short (S. H. Lin, Trans.) Taipei, Taiwan: Locus.

(Original work published 1974)
hEEE S ¢ MM N - BRI RE O PREERE
Hrabal, B. (2017). Harlequin’s millions (L. Y. Yang, Trans.). Taipei, Taiwan: Locus.

(Original work published 1981)
HEEE S ¢ MM N - ReERR IR NS R
Hrabal, B. (2017). Joyful blues/ Beautiful sadness (X. C. Liu & B. Lao, Trans.).
Taipei, Taiwan: Locus. (Original work published 1979)
FEEEA AN =B BV RS R B
Kundera, M. (1999). Langhable loves (R. L. Qiu, Trans.). Taipei, Taiwan: Crown
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Culture. (Original work published 1969)

FEEE Y AISKE GEE Ol
Kundera, M. (2000). The farewell waltz (M. Z. W, Trans.). Taipei, Taiwan: Crown

Culture. (Original work published 1972)
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heE A5 C RRE

Kundera, M. (2002). The book of laughter and forgetting (C. X. Wei, Trans.). Taipei,
Taiwan: Crown Culture. (Original work published 1976)

TR RTE Y RER

Kundera, M. (2003). Jacques and bis master (C. X. Wei, Trans.). Taipei, Taiwan:
Crown Culture. (Original work published 1981)

RS MRtV E N - REES

Kundera, M. (2004). The unbearable lightness of being (C. X. Wei, Trans.). Taipei,
Taiwan: Crown Culture. (Original work published 1984)

hEEE G AT AR Z 2R RIES

Kundera, M. (2005). Immortality (C. X. Wei, Trans.). Taipei, Taiwan: Crown
Culture. (Original work published 1988)

REL | TR RER

Kundera, M. (20006). Life is elsewhere (C. X. Wei, Trans.). Taipei, Taiwan: Crown
Culture. (Original work published 1979)

hEEE S AR R RUESS

Kundera, M. (2006). The joke (D. M. Wong, Trans.). Taipei, Taiwan: Crown
Culture. (Original work published 1967)

hEEES iR SN
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Fi «piaule» (p. 89) ; #BMEEC AR IRAN B E RAY «retoucher» » [ 75E
T «rafistoler» (p. 98) o 8L 7 & gE A L —FEEFIHRYELEE - Ti1haE
E S BRI RUIGEESE - AR AT S B uiGE s AR A T
HAe3 s FIREAURUR - ATsEEIEEEE - B (AT EES /D
9@7?@@?@?.%’7 HHRS (25E - 30 MAIZRERAA rl et
(*Jiﬁgﬁﬁﬁﬁﬁﬂ’ﬁﬁﬁﬁﬁ
s BB e R - [BHEE - N ERCIOR N B - R BRIy
[EHG > 8 B RYER - ﬁ:ﬁi%%iﬁl\]%%iﬁ@i}  BEFTE - SO/
% EREEEAFEAT BT S A ERNRE - iz THBA L HiE
KEE T ERME RS w i —— SIS E SR I S etz
T—1H ; (H 42) «Le peére de Mark [...] frappa une nouvelle fois son épouse
[...] il tabassa aussi son fils devant les yeux de sa mére» (p. 39) ; [4E545E

Bz TGS —TEME T, (H 134) «Jai recu de rudes coups de trique de
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la part de mon oncle[.]» (p. 147) ; T&TIH—FE% | (E 20) «Elle m’a
donné une claque» (p. 16) 5 oo FEESE T, (E 42) «1l recevrait
une volée» (p. 40) ; " IIGE A IR MZBE T —1H, (H 163) «Ma
mére nous a passé un savon» (p. 184) ; [ AHAGE T2 | (FH 45)
«gifler son fils» (p.43) -+ o J5 ELRHAE N AVRE SR SRR A8 » 5
H passer le savon DARTHYS A BN FLERAMPERR » FERIRIE & ERFEE
AEESR - DRI T RARER - A ReR 5% - it TEEE | &
ESUEREES IR AR~ TEETL o TEEEAI EE - B
R AR R OO AR B AR
(=) WHEERPE LAY

BRSSPIV - — B B BRI F - SS—ImRTE R
EEFEARENT  FHEMWERBADOPE B - (9#) F- &
SR SOREME IR R - T ESHERR > EEEEF 0 (H 40) o JASGE
ARIEFHAT "EEEYNEE | «Une béte de somme qui ne se plaignait
jamais» (p. 37) - FEISEE (FHEHEENPR - £ CEMTE3E
MRLLsE 2 ) o> BUACE R RAG DAVBE TR ER © T AR ARE - K
EHE Mt ERmEA - URABHRRE-ERl, (H79) @ #F&Z2AEH
LT AR, - TERE ) BREERR - BUE T R EREEE
«Si Jen avais aujourd’hui la chance, je lui redemanderais bien de me prendre
comme cobaye pour un de ses tours de magie» (p. 85) > iZ LI fIERHE
HEEEHISOR BN X ER - Rl E R AHE 0 H e E RS
T Ao AVIHE MR -

ARG ESCR BT SRR » SESGANE R - (HESER0AE
b DACRBTHAERROR - 15 (ERAEMPEES ) T Sl B R ESOHY
EEERER ¢ DA EEITRERRSAER IO EIR BN () 2
K EHIRHE - WRBCEE — R ViR sE M Tk, (H175) -
(B WA RSN TR, - SFERESOGER © «Une

fois, j’avais ouvert un livre du style Awtant en emporte le vent dont on savait rien
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qu’en le voyant qu’il n’avait pas été feuilleté depuis longtemps. J’y ai découvert,

bien aplati entre les pages, un cafard, sans doute lui aussi emporté par le vent»
(p.197) (RN : dRigfth FERERERMAL 7)) » A 7 2XFECHLL T8

FOERHAREVEAER - BUR s R B SR -

{h ~ Fiak

RULE—5 BT - BRER - TAREIEESALMNE (Valéry Larbaud )
WL S

FH AT PR - RARZESH O H I EZP

- BFRRIR o IR A G A b ET o K AP LR
AT RELER - RALRINE - o s B FPATHER
FEFF TSR TE  SRTEB RBEF A FEREAT
4B AL Aol fT s R R E o FHRET - BT B
3#7 - ¥3%i7 o (Larbaud, 1973, pp. 73-74 )

B T LA E R USBEREEOE RIS > ERULHIREL]
o MG —ERAE - FREERTFRGREITIA ¢ SCAREEAH) -
PRI > BRI P LA IR SR B ISP - AR —
B ap il s — M BT HATERE - G EIOR I RIS
{8 = I B R AR - (K8 ) HsEa FR 2 EEEE M A RYECH -

EARE A EHE TS T EEEE - #RE% (Bdouard Glissant ) HYEHES

o A FRE & B A SRR FlE e T 2R R R R e
hEAR A LR M RRRBEPE D PP DL REAP R
EEXZEROE R APREEY X vl o (Glissant, 2006, p.

279)

FIRRIE A0S e R A IR SRAY RS RS - S T AR
A AERAE - BaZ S FERIEE -
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EE B

SRR
SHHzZE (2011) - KRG ERUEEMGED - 210 EH -
[ Wu, M. 1. (2011). The illusionist on skywalk and other short stories. Taipei, Taiwan:
Summer Festival Press. ]
S (2017) © BEBV/INSRVARE ¢ e IS B RE E S Y D ARG - BREX
25 397 » 78—80 °
[ Peng, X. R. (2017). Taiwan xiaoshuo fayi: Gao Yifeng yu Guan Shougi de
Bali tanhua. Unitas Lifestyle, 397, 78-80.]
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edu. tw) » f& #4-f BRI & 40 B 50 Fgidg Wi o St
fow A 0 BRARY O GREHL B AITR RS -
AR A R B EAELPF A AP F RN S22
Fit (B~ %22 K512 %) > TF—*F]‘},@TZ%-& T2 4P B 2R T R
¥R A B
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(=) FFEAFTHEELG (GG ARPAFTaR
http://ctr. naer. edu. tw/ ™ §* )
(=) Freqlr g 1 (FLrmypaFas
http://ctr. naer. edu. tw/ ™ §* )
(Z) T fhi 20 Fefpdbfssip:
LTEiHe e f
(DFFE
a. bt (P w2 )
b itk s (4 ~E2)
c. His | TR EIZF T2 JpM P o
)P =22E24f& (¥ 2500% %= 300F (word) 5}
.

SONMEREE 32 Lk
(3);3—;;0
OESTEERT ¥
2. T¥H L RE 3
(DFFE

a. ht (P ~82)

b IF"'F‘L (¢ ~®~)

c. B I VREZFITLAMARL o
2)r= -
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f. WP #c
g. ISBN ;
h, &1 ;
i, B PREZFIT2APHBED o
(2) &+ = o
(3) %% 3 P % "o
4. TERE 0 7

2)
(3) 543 0 2 wifdse
(2 )2 2% R FHhdk (L B i) 2 WA S -

B RIFT AL i A iR g
P 10644 AP A% R LR 1R 1T 5
%7 - 02-7740-7803
B2 1 02-7740-7849
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(i ez ) BeRdps=E

ARHEREFE R AR IR— R R R E B AR A - NS~
SEMIRD 22 SRk — 13 iR B APA #8 58 7SR -l (Publication Manual of

the American Psychological Association, 6th edition, 2010 ) ©

ERELE
IR TELL 500 FRER > SO EAILL 300 R - B S
Ry 3~5 4l ~ AR A EE -

= N
(—) HCfE Word " ¥R | 12 58 - SESCAIFEH] Times New
Roman 12 5F 545 - FSCZFEE ~ 5 SRR 2P 250
TSR Rz > TR ER
HoChE Pt
5% O 0
5155k "
ﬂﬂ”ﬁ’ﬁ,‘;ﬁ ......
BT — —

HrSCRA R -

------ ENFTELRER 0 R T RO IE L E T S5 E
BETEZ 2L > G H (H40) > oo
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SRR ERER -

... This subtle shift is evident in the broadening scope of reference of the word
“we”: in the sentence that begins “In China, we bribe...,” the pronoun “we”

plainly refers only to Chinese people.

(=) FrnIE AR " BEEEn s (B RETR) | ZHE
FoZ o g0 TAR, (3R "M, ) ~ T3, Bl (3R =& Bl BR
JEE B ) ~ T 20% (FE TS )~ T AR (JE TR
i) ik T2 8 (GE TE L B - BRI RIEE AIPTHL R
PR o WLLTHEA]

"""" ARG 16 0y (£PL20 U[FEE) - R 7~ 89 JyEZ = (HFHZ
ERYE o e ZSEAE S EEE (87.5%) S EEEEERE
fRtt— L R BRI E NG o oo

(=) FREfF R o ogiy > A © 5 - SFRLUTEESE (F
PR ’RIPCER > DERE LSSV AT BESERIE R
B o

= SR BRI
% (B FRIZET - M BRI —1T)
—~ CEAE S RRZRITT AT 05 7)
(—) CEfE > FRZMT)
1 (CEE - FRZRTT)
(1) CEE > FRZLT)
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g~ SCPEA L

TEEEAER 7 BEEAEN T > £ EEESE AT -
%~ BENSCATR S 21T > SEREIT A 25 SUR R SR Y BRI
(&fFE > RakEs ' £A%F) - RISEEHEREE AN
TETH,  BEREREEN RS (8 5 PEERIEAR
e

< &

TORFITAIONEG 12 98  fHES . EISRELEAE 1T EEHR M
T RS —T AR 1258 G ESTHE Y BRI ALE 12
FHFRHEES RCCF AR - 9y BT e -

2 9% H Times New Roman 12 5% [ 5% 8 ] % [5] — 17 » [8 9% 75 &t
FoNHEE BRHE—T > B EYEELE S A Times New

P Times New Roman 12 92 5% H 35 Roman 12 58 &% ; N X% H
B E N S F A Times New  Calibri ©

Roman -
SRR
Fit]
#*1
H G0 H i ) SRR AR
BE =3 FEALHT FEPY
L AT R ) &
1 9 igfe <i‘?§%>f 3 4 189577 18
(Egp* 238)
2 HA - (L% 3%8) PRAEE G 1895#8% 29p
3 o E 4T R (L8 ¢ E%) E TS 1895#9 7 15p
4 AviEd kR (A pAFTAES L8 20 ) LEELT R 189589 227

(ETH)
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#F1
HGwI iR =REEA GED

¥ £ FEAgE g
5 v R ANFAH (L&) S8 wmF AT 1895#£ 127 5P
6 ZW P (£ 821:3) LRt 18954127 28p
7 okPHER (P % gz~ 2) E S 1896# 27 17p
8 R (bypetddwzd) P4 E i 1896#37 2p
9 WFR - ZREW (LBEFER) RINES ] 18964# 3% 15p
BB TR R
10 #rjgoe (53t BIGE R ) % T 1896237 = §
¥k
f] 5]
fRTH , H#HEL . FFEA®
# M £ % 3 i
2 Bt g R b 2 A
ESEES TR
A
Table 4
Summary of the Participants’ Listening Difficulties
Statements Yes (%) No (%)
(1) I feel very nervous. 42.86 57.14
(2) I am not familiar with grammar. 54.29 45.71
(3) I have insufficient vocabulary. 97.14 2.86
(4) I cannot make a distinction between words. 14.29 85.71
(5) I cannot recognize the stress of words. 31.43 68.57

(continued)
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Table 4

Summary of the Participants’ Listening Difficulties (continued)

Statements Yes (%) No (%)
(6) I can make a distinction between words, but fail to
. 60.00 40.00
chunk them meaningfully.
(7) I am familiar with the words, but fail to recall them. 94.29 5.71
(8) I have difficulty concentrating; 35.71 64.29
(9) I have difficulty concentrating at first, so I miss the
N . 51.43 48.57
first listening section.
(10) T concentrate too much on the first listening section,
. N 55.71 44.29
so I miss the listening later.
(11) T cannot understand the first section, so I miss the
L 41.43 58.57
listening later.
(12) I cannot keep in mind what I have just heard. 30.00 70.00
(13) T feel that the listening text is too long, 74.29 25.71
(14) T feel that the listening text has no sufficient pause. 72.86 27.14
(15) T feel that the listening text is too short to develop
. 28.57 71.43
main ideas.
(16) I am not familiar with the listening subject. 78.57 21.43
(17) I am not interested in the listening subject. 45.71 54.29
(18) T fail to keep up with the speech rate. 70.00 30.00
(19) T am not used to the speaker’s enunciation. 62.86 37.14
(20) I am not used to the speaker’s intonation. 30.00 70.00
(21) I am not used to the speaker’s accent. 62.86
(22) I have no chance to listen again. 42.86 57.14
(23) I count on listening only, without any visual aids. 41.43 58.57

(24) T have limited exposure to English listening; 68.57 31.43
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fl ]

RESEARCHER (abstract event)

RESEARCHER (concrete event)

(® = communicative event, ST-P = source-text producer, TT-R = target-text receiver)

Fig. 11 Perspectives on quality assessment in interpretation (Pochhacket, 2001, p. 412)
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------ IS ARV » RSP RERS -
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...Vermeer states:

Any form of translational action, including therefore translation itself,
may be conceived as an action, as the name implies. Any action has
an aim, a purpose. . . . The word skopos, then, is a technical term to

represent the aim or purpose of a translation. (Nord, 1997, p. 12)

N~ B

RN (% » QDL BRI IEEZBRTFENR —H T e
T > AT TRIERIE TR - B - W
BLTEERE 2 TREHE  RE] Word ot THBAZEM 2 INEE - RIS
AR ST » SRR P T R -

-~ B3 EE
(—) IEXGEEZIFE R AR - #8520 ¢

e (AR 50 (fFE - 40

R #afl
AR (2002) B¢ (EHRHR » 2002)
Author (Year) ¢, (Author, Year)

WX Hil
Chern (2002) 5% (Chern, 2002)

() IS [REZ A R AR - fEERTES (o0 Bk (50
PASCHLL T B ) (H30) A and j (B30 B8 - FEIIFAILLT ~
(30 f1 T&y (FE3) iz
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g

R —EUEE = () = (fFE— -~ fFE = F10)
#l—

FEEHBIFSE (2003) B (5 - F£3& 0 2003)

#p— (PG HBESCSURR)

Wassertein B Rosen (1994)

Author 1 and Author 2 (Year) 5, (Author 1 & Author 2, Year)
ol

Hayati and Jalilifar (2009) 2\, (Hayati & Jalilifar, 2009)

(=) EXSIEFEZFER =20 AR 56— K50 AL A

(=) BERPERAIE S A /FEI T (F30
Tetal. ) (FE30) BIFT « fEFH RN ALLER - FIETIE—frfF
BN TN (FI M Tetal ; (FE3Z) BIFT -

E15'

LAFE— EEHEE= () R (fFE— FEZ FE="
F10

2AFE—FN (FR) B (FE—FA > F10

o

LSS0 ~ Mok ~ SRISSTELTRANE (1985) B¢ (H5Ca ~ Mo
SRIEHE ~ SREAHE > 1985)

2.3 EFEN (1985) 20 (= FEA - 1985)

1. Author 1, Author 2, and Author 3 (Year) X (Author 1, Author 2, &
Author 3, Year)

2. Author 1 et al. (Year) B\, (Author 1 et al., Year)

|

1. Piolat, Olive, and Kellogg (2005) =k, (Piolat, Olive, & Kellogg, 2005)

2. Piolat et al. (2005) =, (Piolat et al., 2005)

(P9 FEINA FEIRF AL & 2 SRR > (RFEE (20 AER TR (3

) REBEINERFFEA > AEERFE 9 - HEEE A
[FIFRZ SRR LSR5 54 -
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sz (BEEL -~ MR 0 1994 5 1995a > 1995b ; BIFEZE » 1995)

HEL  (Pautler, 1992; Razik & Swanson, 1993a, 1993b)

(F) #5731 FSCBRS - SEE— AR IR - 55 AR ORkE -
FLAPY  BENUREES - IS Ba I (T B ) -

L (BREA%S - 1994 > 55 (&)
2. [ eeenes 5 (RsspEk > 2009 > H 302)

1. (Shujaa, 1992, chap. 8)

Xy e (Bourdieu, 1990, p. 54)

(7)) IESCS [EEEEEE - ARV © [RE HRRE A AR -

J\ ~ 23530

"2EIORR, ZHER e O CEXLEE () B2 E
AT TR 4 AP AT - BN o TSSO BN ST B > TS
RRERT > SNSCURIETR » A FERESOIZ FrokAg =l

(—) AT EEIEE ~ R - BT - BIHE  EE HEH
> B SORTITS - BIRBREE - T RREE - (EATHE
F AR SR - SRS SR - 0 H 56 —1T#E2%E 4 (87T - JRRN:

SIS

fEE— B fEE= () - XELW - M & (3
Bl o HE -

il

MREEFZ ~ BIKE ~ REEE ~ TEF (2011) - ZERREERAARRE 2
PR o Maadamie 0 4 (2) > 181—200
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FOCHITIRS L

Author, A. A., Author, B. B,, & Author, C. C. (Year). Title of article. Title of
Periodical, x> (xX), XXX-XXX, XX-XX.

iyl

Lunt, P, & Livingstone, S. (1996). Rethinking the focus group in media and

communications research. Journal of Commmunication, 46(2), 79-98.

(=) SREEVEEIEE - B - T4 - Whath - BAREIEI9H
T HopoCER M PESORREE - IEE S8 A TEZE 4 {Efir

j‘Eo

o RS

fEE (R - EH - HiothEs © HRses -

Hafl

BRIEZ: (1997) o JesabbigBfizs - =16« Fhk -

FOCEFERS L
Author, A. A. (Year). Book title. Location: Publisher.
(Location {IIREFREIAVRLTT - RIETRLII EINAMEE - AREFZEILIIN
il AR ST A& I B
il
Jauss, H. R. (1982). Toward an aesthetic of reception. Minneapolis, MN: University

of Minnesota Press.

(=) ERRERALREES - HRE - RER - fEE - F% e
HES ~ Rt~ AR A 2 - B SCHIE R RfHAe - vh
X FRsitae 0 WH S ATHEZE 4 (EA0T -
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H R R AR

B (0 - Bf - @ids (L4 - FHH (HE) - HiotE
th R -

ol

FHIUH (1998) - PHEHEREHM - SNEEEE (X)) - SAChaEmt
FEELEREY (H 241—253) - JbH © /APCORE -

FOCEF AT

Author, A. A. (Year). Chapter title. In B. B. Author & C. C. Author (Eds.), Book
title (pp. xx-xx). Location: Publisher.

(Location WIFZHEATHT > REIFLII LINAHEE » AIEREEE LS

Hirlem PN T 4 A& I _E B4 )

ol

Fenton, S. (1997). The role of the interpreter in the adversarial courtroom. In S.
Carr, R. Roberts, A. Dufour & D. Steyn (Eds.), The critical link: Interpreters
in the community (pp. 29-34). Amsterdam, Netherlands: John Benjamins.

(1) FEEF i - HAREE ~ JRIEE - &% At~ i
B FEYREN S Hp S GERMHEE > R - RS AT
#EZE 4 {EfiITT »

RS

FIFE TSGR (JRIFES) GEARRRER) - MREEH (FE3) -
SRR - SEAHARE o (FREHRZERD

ol

BT (Joyee, J.) (1995) = JCRIPaHr (Afez ~ SORFEEE) - 210 ° B
oo (BB HRREE ¢ 1984)
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SR

Author, A. A. (Year). Book title (B. Author, Trans.). Location: Publisher. (Original
work published year)

(Location {IIEREFREIAVRLTT - RETRLII EINAHEE - AREFZEILIIN

il AR S A& I B

il

Laplace, P. S. (1951). A philosophical essay on probabilities (F. W. Truscott & I L.
Emory, Trans.). New York, NY: Dover. (Original work published 1814)

(11) B ~ SR 2T G am SRS IHIES ~ EaiBBiaE L H T
RENERS  GHRLWEERMEE > 5H 2/ AHINE
" (EF) 4 HES S T2 4 EioT -

CRSCRFE S i SO

& (FEH) - st - Vg 2R A (EFA) > W& EE - ot
S Gt o BTHES -

il

Z25REY (2007 £ 10 H) - ZEBHVEFHE - HEIEEREEE REE
AVHEES - REFRIE (LFF) - HA ~ 2B~ REEIERT - F
LEBIEYETS - B SE TEMYIRE - Sk -

ST TR

Author, A. A. (Year, Month). Title of contribution. In B. B. Chairperson (Chair),
Title of symposinm. Symposium conducted at the meeting of Organization
Name, Location.

e

Muellbauer, J. (2007, September). Housing credit and consumer expenditure.

In S. S. Ludvigson (Chair), Housing and consumer bebavior. Symposium
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conducted at the meeting of the Federal Reserve Bank of Kansas City,

Jackson Hole, WY.

(73) R E RIS A BAE(EE ~ AR - SR fs (oo
PESCRR ) ~ SEHEEIRE R A RE TR EETE R E R E
AITEIIEEH Y - 2AEA RRfHAe - 5B 1TleZe 4 (EfroT -

HROGHE RS AR 2

e (FFHH) - slEME « BEHLARE o BUE heep:/ /oo

it

LR (201245 H 29 H) - X4,/ —F#HEEES - BhElE
T - HUE http://paper.udn.com/udnpaper/P1C0004/217123 /web/
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