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Contemporary methodological landscape in translator training (TT) is dominated by the
competence-based principles whose epistemological roots are found in social constructivism
asserting learners’ active participation in knowledge accrual. The paper gives a brief account
of the status quo of TT and revisits the controversial issue of appropriateness of combining TT
with foreign language teaching (FLT). The author maintains that FLT may, and quite often
has to, be part of TT course, the share of linguistic component in TT depending on the curric-
ulum design and teaching circumstances. Centred solely around the linguistic aspect of TT,
the paper proposes combining training methods that serve the purposes of both TT and FLT.
TT practices aimed at developing linguistic and translational competences simultaneously are
subdivided into analytical and reinforcement training techniques, the latter being the focus of
this paper. The author arques that exercise-type activities beneficial for both TT and FLT can
be practiced in full harmony with the competence-based student-centred teaching principles.
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1. Introduction

It is no secret that for a very long time there was — and someplace is —
strong prejudice against translation didactics per se. Meanwhile, translator
training (TT) has existed for centuries, if in a rudimentary ‘master-appren-
tice relations’ form, as A. Pym notes in his comprehensive historical over-
view [Pym 1992:1; Pym 2012]. In recent decades, more thought has been giv-
en to the research into the methodology of TT. It is primarily due to the fact
that Translation Studies (TS) is now recognized as a full-fledged area of
study in quite a number of societies, owing to a great degree to the strength-
ening of the philosophical premises of TS and TT. Even more important is
the fact that the number of training programmes has considerably grown in
the last four decades.

Contemporary TT rests on the principles of competence-based training.
Many have convincingly and justly argued for concentrating on other-than-
linguistic trade-relevant competences in TT. Meanwhile, the role and share
of linguistic competence in TT has been apparently played down. A depar-
ture from language-based methodology in TT is explained by the generally
shared assumption that translation should be taught to linguistically compe-
tent trainees. I will argue that the relationship between foreign language
teaching (FLT) and TT begs a wider debate, and particular circumstances of
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TT deserve closer attention. I will also show that, once a balanced distribu-
tion is achieved among classroom activities, teaching techniques can com-
plement each other in fostering translational competences alongside linguis-
tic ones without disrupting the principles of student-centred, text-based
teaching.

2. Translation through the students’ eyes

With the long-lasting stereotype of the translator as a self-exiled book-
worm, the many-faceted nature of translation practice is seldom realized by
laymen and novices and even by students taking up translation as their ma-
jor. Newcomers to translation are often totally unaware of the complexity
and versatility of the needs and skills the translation profession involves.
Quite often, students joining a T&I university course appear to be vaguely or
even wrongly motivated — suffice it to recall “the unbeatable ‘I love to trav-
el”” motive [Gouadec 2007: 341]). To validate this observation and obtain a
real-life motivation profile of T&I students, a small-scale free-response sur-
vey was conducted among 71 undergraduates of the T&I department at the
Immanuel Kant Baltic Federal University, Russia. The questionnaire sought
to identify the students’ initial inspiration for joining the course and to elicit
their preferences, should they face a choice between translation and inter-
preting as their potential careers. With only a few (10) exceptions, the reason
for enrolling with the T&I department was predominantly described (if var-
iously worded) as ‘love for languages’. Among the ten exceptions, four re-
spondents spoke of the desire to help people communicate, while the re-
maining six mentioned either a prestigious, well-paid profession (interpret-
ing), or just a random choice. All those who explicitly excluded the option of
specialising in translation (12) said it was ‘boring’; the rest were either equal-
ly prepared for taking up translation and/or interpreting finding both inter-
esting (36) or remained undecided (23). These quick data confirm that stu-
dents are largely ill-informed about their future profession, and when faced
with direct questions they are drawing on the long-standing clichés and
prejudices. Another interesting observation comes from the commentaries in
which translation is described as a solitary occupation dealing with texts and
dictionaries. The take on translation as a process reduced to its linguistic as-
pect alone is nowhere better felt than in the translation classroom where
trainees seem to invariably expect a finished translation by the end of the
class. Such a view also prevents translation learners from appreciating the
trainer’s digressing from ‘translation proper’ into other classroom activities
meant to demonstrate various — other than linguistic — aspects of transla-
tor’s work [Pym 2003: 21].

Should this one-dimensional perception of translation as a purely lin-
guistic transfer come as a surprise? Hardly so. In Russian universities, for
example, translation has always been taught at both BA and MA students
only within the Linguistics degree programme. BA students enrol to study
languages and linguistics alongside translation, not vice versa. The curricu-
lum contains a substantial share of linguistic theories, and the sought degree
is termed as ‘linguist; translator/interpreter’. These circumstances alone
prompt interest to look into the relationship between FLT and TT.
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3. Approaches to TT

Perception of translation as a purely linguistic transfer has had a long
history. For decades since its very emergence, TS was a branch of linguistics,
thus defining the pertinent teaching principles and strategies. No sooner
than in the late 20t century did TT scholars articulate that “being a language
specialist is simply not enough for expert translation behaviour” [Wilss 1992:
392]. For some time now, the attitudes to, and the very philosophy of TT
have been revised, for today translation process is viewed as a complex cog-
nitive and psychological activity whose participants are also heavily in-
volved in social interaction. Indeed, because of its complexity, heterogeneity
and multidimensionality, translation process differs from other types of lan-
guage-related activity as there are many more facets to the translational oc-
cupation than just dealing with words. The translator’s identity as that of a
bilingual individual will presumably be first manifested through competent
language use; however, he/she will also act as a researcher, a cultural and
intercultural mediator, a communication agent, a computer-user; and, above
all, a life-long learner. Also counter to the false and dated stereotype depict-
ing the translator as a lone wolf, present-time translators are no longer con-
fined to their studies. They extensively use electronic media discussing diffi-
cult issues with their peers or seeking advice from native speakers and spe-
cialists in various areas; they often work in teams, technologies allowing
them to align their translations to achieve consistency in word use and style;
they also need to do plenty of networking and negotiations. Professional
translation is becoming even more dependent on the useful technological
time-savers such as CAT, MT, corpora, word banks and translation memory
tools. All these and many more resources are an absolute must in the profes-
sion, and therefore need to be taught.

It was the dynamic changes in all the spheres of modern society that ne-
cessitated revising TT approaches to align them with the present-day trans-
lator’s professional profile. Contemporary TS thoroughly investigate transla-
tor’s linguistic, communicative, cognitive, social and technological behav-
iour in search of a most comprehensive grasp of the competences translation
learners should be taught. Although the first translation competence models
appeared in the last decades of the 20th century, it was not until the early
noughties that the training paradigm saw a radical change — namely, a turn
to the competence-based model whose foundations rest on cognitive-
constructivist and socio-constructivist learning theories [PACTE 2017: 14,
Venuti 2017]. The translation competence is, in most general terms, defined
as “the underlying system of knowledge, abilities and attitudes required to
be able to translate” [PACTE 2000: 100]. Elaborating on the crucial role of
translation competence in the TT curriculum design D. Kelly views it as a
multi-dimensional macro-competence [Kelly 2005: 14 —15] comprising com-
municative, textual, cultural, intercultural, professional, instrumental, stra-
tegic, interpersonal, attitudinal, and subject area (sub)competences. [Kelly
2005: 32—33]. Contrary to the multi-componential competence approach
promoted and expanded on in many a research, A. Pym comes up with a
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minimalist principle, in which he proceeds from the necessity to train a
translation professional who is capable of a) generating a target text and 2)
confidently selecting a viable target text from a series of variants. The author
contends that “specifically translational part of their practice is strictly nei-
ther linguistic nor solely commercial. It is a process of generation and selec-
tion, a problem-solving process that often occurs with apparent automa-
tism” [Pym 2003: 489].

The emphasis on text generation and problem-solving cannot be overes-
timated in TT. This alone could trigger the changeover from ‘teacher-
centred, product-oriented transmissionist and prescriptivist approaches’ to
‘student-centred, process-oriented one” [PACTE 2017] — another momen-
tous turn in the training paradigm. Before the issue of the epistemological
grounds of TT was raised [Pym 1993], the literature on TT hardly contained
any in-depth analysis of teaching models. Meanwhile, the general shift to the
human dimension in education required reconsidering the philosophical
foundations of the training modus operandi. The traditional ‘sage on the
stage” practice had dominated the landscape of teaching methodology for
years on end, with the ultimate authority in the classroom vested in the
teacher. The approach apparently proceeded from the doctrine that the
trainer is a certain Mr. Know-All, the unquestionable source of knowledge.
For the students, the only other revered staple was a dictionary, preferably a
bilingual one. This looking-up-to-an-authority attitude reflects an apparently
objectivist perception of knowledge existing independently of our minds—
the assumption shattered convincingly in [Pym 1993]. Indeed, once we de-
part from this erroneous belief, we would logically arrive at the idea that
creating meaningful messages requires independent thinking and interpreta-
tion skills, as meanings in translation may “go beyond our knowledge, be-
liefs and observable behaviour of the speakers” [Raatikainen 2012: 166]. Ex-
plicating the crucial difference in the objectivist (positivist) and social con-
structivist approaches to TT methodology D. Kiraly argues that knowledge
does not exist independently of human cognition [Kiraly 2000; Kiraly 2003].
Advocate of process-oriented pedagogy, the author contends that, as we un-
derstand the world, meanings in this world are construed by us humans
(“At the heart of the social constructivist perspective is the belief that there is
no meaning in the world until we human beings make it — both individual-
ly and collectively” [Kiraly 2003: 26]). Translation viewed as a process seems
to be the most vivid example of how meanings are created. Drawing on cog-
nitive- and socio-constructivist thinking, Kiraly’s philosophical analysis re-
veals that changes in TT methods of recent years resulted firstly in the class-
room setup with the focus redirected from teacher to students, and, second-
ly, in the choice of teaching material made in favour of ‘message-carrying’
texts rather than isolated sentences taken out of context. The trainee who is
challenged with having to make choices and take decisions thus gets some
freedom to be creative and develop critical thinking instead of being spoon-
fed with ready-made solutions. The U-turn in the classroom relationship be-
tween students and teacher brought about the empowerment and collabora-
tion model of TT [Kiraly 2000]. However, it would be an overstatement to
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say that there is full consensus on the basic methodology of TT, and even
though there is a shift from a teacher-oriented to a learner-centred approach,
there is rather a mixture of approaches. [Gambier 2012: 163].

4. TT scholarship in Russia

In the Russian translation thought, the didactics of translation appears to
be the least investigated field in TS. With little attention paid to the theoreti-
cal premises of TT, most publications in this field so far have been strictly
grammatically-pragmatic by nature, the better part of them being collections
of exercises designed to overcome lexical and grammatical difficulties in
translation and carry out transformations. This approach to TT apparently
rests on the firmly established linguistic theory of equivalence that has dom-
inated the TS scene in Russia for decades. In her review of unresolved issues
in TT, Korolyova [Korolyova 2015] characterizes the state of TT research
field as eclectic, lacking in a generally accepted methodological base and
unified conceptual approaches. Translator training remains torn away from
practice and ‘intuitive” rather than scientifically based. A thorough analysis
of the approaches to TT given in [Korol'kova 2013] clearly shows that up
until recently the common feature of all didactic materials in the Russian
school of TT was its pronounced “drilling” bent.

However, it would be unfair to overlook an observable change in the at-
titude to TT principles in the Russian methodological literature. Russian TT
scholarship today shows more interest in state-of-the-art methodology: it is
generally acknowledged that translational competences should be formed,
and translators-to-be should also be taught the metalanguage of translation
and reflective reading [Bazylev 2013]. In [Alexeeva 2006, 2008; Latyshev
2013; Korol’kova 2013], the training principles are based on text type diversi-
ty, with a strong emphasis on the analytical side of TT. Due attention is paid
to the formation of an all-round personality of the translator [Gavrilenko
2004]. The text-typological approach consistently pursued in [Alexeeva 2006;
Korol’kova 2013] reveals the implementation of the constructivist principles
in TT. The overall picture of the status quo of TT in Russia shows that there
is largely, if not universally, shared theoretical understanding of methodo-
logical developments in the field. Although the current body of research into
the theories underlying TT remains to be scarce [Alexeeva 2008], there are
tangible changes in the organization of TT process both in terms of work ma-
terial selection, and in terms of teaching strategies, with the analytical aspect
of TT gaining noticeable impetus.

5. TT and language teaching

On the whole, contemporary TT is aimed to raise the trainees” awareness
of the multiple facets of translation, to develop trade-relevant competences,
and to create an independent decision-maker yet in the classroom. The trans-
lation competence is no longer viewed as just summation of two languages
[Pym 2003]; therefore, the linguistic competence, if a crucial component, is
viewed as only part of the translational one [Colina 2003b: 46]. All current
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trends in TT proceed from the underlying presumption that language
(sub)competence is a pre-requisite of TT. Since it is broadly accepted that
translation should be taught to linguistically competent students so that they
do not have to struggle linguistically in the translation process [See: Colina
2003a:38], the language (sub)competence is apparently played down in most
TT studies. In this framework it is not surprising that Foreign Language
Teaching (FLT) is denied any presence in a translation class. Nevertheless, it
is admitted that interaction of and relationship between translation and lan-
guage competences are much under-researched [Colina 2003b: 46], and
questions remain. What if adequate language competence is not the case in a
particular teaching situation? Does FLT have to be divorced from TT? Can
the challenges of TT be met if the curriculum by definition combines linguis-
tic education with translation? Considering the circumstances, can FLT be
integrated in TT? If the answer is “yes’, will the use of FLT methodology —
such as reinforcement exercises — violate the principle of student-centred TT
only because they allegedly narrow down creative opportunities? What kind
of teaching materials can fit in the multi-competence approach to teaching?
At this point, it is time we discussed the role and share of the linguistic
component in TT in the context of teaching circumstances which may vary
greatly, as the case is in Russia. In spite of the longstanding belief that TT
makes sense only when trainees have reached the required command of two
languages [Lederer 2007: 146, Gouadec 2007: 335; Pym 1993, 2003], it not un-
common that in universities translator training starts with the students” lin-
guistic competence still underdeveloped (at BA level) [Kelly 2005: 115, Car-
reres 2014].2 Even MA-level enrolment for a university translation course,
although meant to be competitive enough, does not always fully meet the
requirement of sufficient language competence. MA translation trainees
come from a wide range of spheres — law, psychology, aviation, music — to
mention but a few (the case of 2017 and 2018 enrolments at BFU). With their
former other-than-linguistic background, such students often make the
trainers go ‘back to square one’ in term of language teaching. So, we should
be realistic about our trainees starting positions and try to bridge the ‘lin-
guistic gap” on the go. [Korol'’kova 2013]. Indeed, compared to their peers of
20 years ago, today’s students on the whole enjoy a much better command of
L2 owing to a better exposure to the anglophone world. However, we are
now being at the beginning of this long journey to gaining foreign language
confidence through experience; therefore, A. Pym’s recommendation to “let
them learn languages from the road” [Pym 2005: 6] appears a bit premature.
So does D. Kelly’s vision of the TT curriculum design aimed at enhancing
language learning through participation in exchange programmes and for-
eign internships [Kelly 2005]: in Russia, for example, such practices remain
to be few and far between, mostly being just a student’s good luck. Here I
cannot agree more that the issue of TT curriculum design deserves “a situa-
tion analysis including societal, institutional, learner, and teacher factors”

2 Unless it is a highly selective — non-degree — postgraduate vocational training course
like, for example, the one in the St. Petersburg School of Conference Interpreting and
Translation, Russia.
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[Kearns 2006: 166 —175] and that “it is simply unfair and impractical to im-
pose the same model on a culture with both a long history of institutional-
ized language learning and translator training [...] with a culture where
these institutions may be less developed...” [Kearns 2006: 138]. The only mi-
nor addition to this could be: not necessarily less developed but based on
different principles, as the case is with TT in Russia — as it has been men-
tioned, in Russia TT and language teaching have been inseparable for more
reasons than just the above-mentioned firmly-established tradition of lan-
guage-oriented TS.

Although formation of other skills may be of greater relevance for the
training process, linguistic competences cannot be underestimated either:
firstly, because translation is still very much about language, and secondly,
because its development will enhance command of the foreign language if
there is a need for it. That said, and in view of the circumstanced described
above, I have to disagree with the assumption that it is impossible to teach
languages and translation simultaneously [Lederer 2007: 143]. The long-
standing teaching practice proves to the contrary too. Moreover, being a
committed lifelong language learner, the translator cannot but constantly
develop his/her linguistic competences alongside translational ones. Since
text comprehension and production are the translational competences re-
quiring trainees” awareness of language and speech norms, we should not —
most often cannot, and in certain circumstances, must not—discard system-
atically the possibility of combining FLT with TT. Consequently, the meth-
ods traditionally used in language teaching can and should be used to the
best advantage to develop both linguistic and translational skills.

The methodology of mutually beneficial FLT and TT has two major con-
stituents — analysis and training (‘drilling”) proper. The analytical part of TT
is undoubtedly holistic by nature: it involves divergent thinking, info-
mining, interpretative skills, linguistic and background knowledge, deci-
sion-making, and much more. Analytical activities in a TT course are meant
to introduce students to the intricacies and complexity of translation process
as a highly demanding cognitive and psychological endeavour. It is certainly
the most essential and interesting part of both teaching and learning transla-
tion, and it is worthy of special attention. This paper, however, focuses on
the other part, which includes reinforcement exercises as a training method
with a long history and plenty of potential in the combined language and
translation teaching methodology. Although exercises are thought to be
more appropriate for language teaching than for TT, it would be still unwise
to condemn such practices offhandedly in TT. The now-seldom-spoken-of
benefits of reinforcement techniques may help us to find a middle ground
for the mutually complementary approaches to TT. Indeed, the main disad-
vantage of most traditionally designed translation exercises is that they con-
sist of sentences taken out of context. It is certainly inconvenient because
they do not constitute a continuum, and, unless carefully selected, may
simply lead to a translation deadlock. This latter pitfall is quite avoidable if
the patterns (words /phrases) are nested in more extensive contexts ensur-
ing disambiguation. Another limitation is that the traditional ‘read-and-
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translate” exercises usually find their resolutions in the key or the authority
of the trainer. Does it have to be an inevitable blow to the student-centred
principle? Not necessarily, if a way to diversify them is found thus reinforc-
ing their relevance.

Let us look at some of such activities. The ‘training’ component of TT
consists of two major types of exercises, according to the resources used:
sentence-based reinforcement (‘drilling”) ones, more appropriate for earlier
stages of learning (BA level); and text-based ones, equally appropriate for
lower and more advanced levels. The first type is based on the assumption
that habits are formed through reinforcement. Exercises consisting of simi-
larly structured sentences or stretches of texts containing targeted lexical
units or syntactical structures can be used in TT to train an automatized skill
of spotting and resolving typical challenging situations. The importance of
this ability should not be underestimated, since students have trouble with
identifying a problem [Kussmaul 1995: 17]. It is crucial for the teacher to re-
alize this latter observation. The exercises in question give the student an op-
portunity to focus on resolving a problem already pinpointed for them. Such
materials are especially useful for obtaining and consolidating specific skills
required in particular translation situations, such as dealing with translitera-
tion, syntactical conversions, numeric expressions, false cognates, clichés,
etc. Here is just one case of many.

Among many systemic differences between English and Russian there is
a broader semantic relationship between the components in English AdjN
structures because English attributive groups often convey adverbial ideas
of cause, location, purpose, action-object relationships, etc. Such subtle infer-
ential and distributional properties are not immediately observable, but in
English-Russian translation typical English adjectival phrases most often
have to be restructured depending on the semantic relationships between
the two components. Thus, in the English sentence ‘Unemployment contributes
to social exclusion’ the AdjN structure requires conversion into a Russian
prepositional noun phrase NPrepN (‘omuysxdenue om obujecmba’) while in
‘Reasons must be given if the head teacher decides to make a temporary exclusion
permanent’ the AdjN structure can be retained in Russian (‘8pementoe ucxato-
uenue’) (examples modified from British National Corpus). What is achieved
through persistent practicing such transformations? The trainees obtain
awareness of such structural dissimilarities and prepare themselves for deal-
ing with them in an informed way. The translational competence formed
this way includes quick identification and (near-)automated resolution of
such cases. Simultaneously, such exercises are targeted at enhancing idio-
matic language use in both L1 and L2. In the classroom, discussion should
ensue on the nature of such patterns and their differential treatment in trans-
lation to answer why conversion required in the first case is not needed in
second, where the pattern is the same.

Once the pattern is grasped, viability of alternative solutions can be dis-
cussed — for example, in different stylistic or situational contexts, display-
ing the attitude to the situation, revealing the axiological dimension, etc.
Here are a few examples with the English pattern to earn somebody something:
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The restructuring earned him a reputation for ruthlessness, but it won him praise
from his boss.

Abraham Lincoln's reputation for telling the truth earned him the nickname "Hon-
est Abe."

Comedian Tom Arnold's anti-Trump tweets earned him a visit from the Secret Service.

This 18-year-old's hacking hustle earned him $100000 — and it's legal. (Examples
modified from the Internet)

The pattern will have to be treated differently in Russian with either pos-
itively connotated vocabulary, such as ydocmoumu(cs) chuckams, sacayxums
(to be honoured, to be awarded) or neutral words (3apabomamu, 3aBoeBams, noay-
yumy/mpurecmu); it can also get a negative interpretation douepameca (imply-
ing danger). It important to discuss what triggers the choice of variant, what
necessitates changes of the syntactical structures, and what role interpreta-
tion plays in translation. Thus, the translational problem is spotlighted
alongside enhancing the students’ linguistic knowledge. Reversing the direc-
tionality of translation will only contribute to achieving the goal of the en-
hancement of both translational and linguistic skills. A better involvement of
TT trainees in such activities can be ensured by asking the students to amass
similarly patterned structures for classwork.

The second type of exercises to be discussed here is the text-based one.
Short texts or extracts are perfectly suitable for being converted into exercis-
es in this type of training routine. What turns short texts into training pieces
of work is the focus on one or more selected translation challenge — cultur-
al, linguistic, info-mining, textual, communicative — and many more. Such
exercises also serve both ways — teaching the language and training transla-
tion techniques. The exercises can come in monolingual and bilingual forms,
and among virtually infinite work forms there can be: retelling in the other
language, rephrasing; choosing among synonyms, restoring the text with the
use of key words in the other language; using the given thematic vocabulary
in translation; restoring stretches of text written in the other language;
choosing different strategies for different clients; a short text to be translated
using given words and phrases in the target language, or alternating render-
ing of a text in L1 and L2 in succession — the list is far from complete. Both
the language and translational competences are thus formed through text
comprehension, developing flexibility of expression and text production;
additionally, translational skills are attained through code switching. This
type of exercises is not of a ‘hammering’ nature: they are rather flexible ac-
tivities requiring plenty of cognitive effort, memory and judgement. Such
activities are intended to provide linguistic support to TT too. This two-way
methodology, if it is not overused, can perfectly well complement the major
analytical component of TT.

Below is an excerpt that was made into an exercise primarily aimed to
show how to deal with parataxis in translation. The targeted issue is a lin-
guistic one: it will involve the discussion of the nature of such discrepancies
between English and Russian and the use of idiomatic expression to deal
with them. However, the text also contains plenty of material that can be
used to form cultural, info-mining and textual competences. In the info-
searching and cultural references the trainees will have to deal with most of
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the capitalized words in the text; the textual competence will be needed for
bringing the target text in line with the conventions of the target culture; the
false cognate ‘ironically” will require special attention too.

When 3,000 British teenagers were surveyed in 2008, 20 per cent expressed the
opinion that Winston Churchill was a fictional character. While this statistic might ex-
pose the inadequacies of the British history curriculum, it ironically reflects how Church-
ill seems unbelievable — a sort of Edwardian superhero. Before he became prime minister
in 1940, he survived a school stabbing, a sadistic headmaster, Dervish spears, Cuban bul-
lets, tsetse flies, Boer and German artillery, a near-drowning, two plane crashes, three
car accidents and a house fire. He was an aristocrat, soldier, novelist, journalist, Holly-
wood screenwriter, Nobel prizewinner and, of course, politician. [From: Churchill —
Edwardian superhero The Times. Sept. 29, 2018]

Text-based exercises apparently give more freedom to both trainer and
trainee, and they are obviously student-driven, if teacher-directed. They
should be designed so that they involve plenty of independent search on the
student’s part, but it is important that the relevant instances are clearly sign-
posted in the task. The difference between this exercise-shaped and analyti-
cal activities is that texts for exercises should be short enough to ensure that
they are targeted to deal with one or two features meant to be trained (see
above: a selected translation challenge). The ultimate aim of such activities is
to have these texts translated by the end of the day, in contrast to purely
analytical tasks which do not necessarily involve this final stage.

6. Conclusion

The purpose of this paper was to challenge the pedagogical and meth-
odological divide between TT and FLT. I have tried to show that although it
is wrong to approach TT only from its linguistic side, it is even less benefi-
cial to disconnect TT from language learning, because a required language
competence is not always a given in TT. Thus, my answer to the question
whether language learning has to be divorced from TT is an emphatic ‘NO’.
Linguistic education can be combined with TT not only because such may be
the circumstances, but also because the life-long process of language learn-
ing and translation are inextricable: the translator will never stop evolving as
a language user and translation learner. Moreover, the crucial text-
comprehension and text-production (translational) competences are insepa-
rable from the language competence. Adopting a flexible approach to ensure
adaptability to concrete circumstances and the changing environments can
help to achieve the ultimate goal of training a competent translator.

The exercise-based practicing component in TT fits in the combined
teaching model making the best use of both constructivist and objectivist
perspectives. Without disrupting the main principles of learner-centred ap-
proach, it gives TT methodology another dimension. Exercises as a training
technique are essential in TT pedagogy; they should remain part and parcel
of TT making translation teaching and FLT mutually contributing. It is cru-
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cial, however, to creatively design them so that they meet communicative
needs and serve both ends. That way it would become possible to involve
students more in the generating new knowledge, both translation- and lan-
guage-wise. The share of this exercise-based methodology should be deter-
mined according to circumstances, but the sum total is that “productive ex-
change’ [Carreres 2006: 29] between teaching language and TT is well justi-
fied. It is also important to strike the right balance among various differently
targeted activities aimed at the acquisition of relevant competences.
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O COBMELIEHNMM ITOOTOTOBKI ITEPEBOAYIKOB
W ITPETTOJABAHIIS MTIHOCTPAHHBIX S13bIKOB

JI. Boiixo!

! Basyrruiickunt defepaibHbI yHUBepcuTeT vM. V1. Kanra
236016, Poccus, Kayimnavmrpan, yii. Anekcangpa Hesckoro, 14
IMocrymmia B pepaxuyio 27.05.2019 r.
doi: 10.5922/2225-5346-2019-3-9

CoBpemennvie n00xo0b k 00yueHUuto nepebo0uLkof ocHOBaHb HA KOMNEMEHNTHOCTHbIX
NPUHYUNAX, SNUCIEMOA02UHECKIe KOPHU KOMOpblx 00Hapyxubaomes 6 KoHyenyuax coyu-
AAbHO20 KOHCHpYKkmuBusma, yméepxoaioujezo akmubHoe yuacmue yuauyuxcsa 6 obpemenuu
3Hanuil. B cmamve xpamxo npedcmabaena cobpemennas Memo0oi02uteckas Kapmuna 1nooeo-
mobBku nepeBoduuxo8 u nodHam yxe He pasz debamupobabuiuiica 6onpoc o yesecoobpasHocmu
couemanus obyueHus nepebody c AsvikoBoil nodeomobioi. ObocrobbIBaemca, umo obyueHue
UHOCTIPAHHBIM A3bIKAM MOXKEI, A 3a4acmyio 00AKHO U 0axe BbiHyKOeHo Obumb uacmpio Kyp-
ca nodeomobxu nepefoouuxob 6 Byse, npu mom 0o04a AuHeBUCMUUECKO20 KOMNOHeHMA 6
nodeomoBke nepefoouuko domkHa onpedesamvcs 6 3abucumocmu om yuebHO20 NAAHA U
KoHKpemHbix obcmosmenvcmb o00yuenus. Oepanuuubasicy paccMompenuem moavko Auxabu-
cmueckoeo acnexma odyuenus nepebooy, abmop npeoiazaem couemantv npUeMsL U Memoosl,
HanpabienHvie Ha 00HOBpeMerHoe pasbumue AureBucmuneckux u nepefoouecKux KomneneH-
yuil. Dmu Memoov. no0pasdesaromcs HA aHALUMUYeckue U mpenupoBounsle, U NOCACOHUM
ydeasemcs ocHoBHoe Brumanue 8 dannoil cmamve. ABmop ymbepxcoaen, umo mperupoBou-
Hble YNpaxHeHus, nose3uvle kax o414 obyuenus nepeBody, mak u 04 A3bikoBoil nod2omobiu,
Moeym npaxkmuxobamucs, He 6cmynas 6 npomubopentie ¢ KOMNEMEHNHOCIHbIM 100X000M K
00yuenu10, opueHMuUpoBaAHHbIM HA CIYOeHma.

KaroueBuie cro8a: nooeomobra nepeBoouuxob, obyuenue uHOCPAHHbIM A3bIKAM, nepe-
600, npenodabamens, cmydenmm, Ynpaxuerue, KoMnemeHyus.
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